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ABSTRACT
DIFFERENTIAL READING PERFORMANCE ON THE
COMPREHENSIVE TESTS OF BASIC SKILLS (CTBS):
AN ANALYSIS OF THE INTERACTION OF CONTENT-
SUB-TESTS READING SKILLS
April, 1974
Shirley Manson DeShields
B.A., St. Paul’s College
M.S., Virginia State College
Directed by Dr. Atron A. Gentry
The Purpose
This study grew out of the concern and need for a
more adequate appraisal of the consistency of reading
comprehension in the content areas as defined by tests
proportedly designed to measure general reading comprehen-
sion. Specifically, the purpose of this study was to examine
the extent to which the number of correct responses to a
standardized reading comprehension test varies among specific
reading skills and sub-test content areas, e.g., science,
social studies, and other selected academic fields to
determine if successful application of a specific skill in
answering correctly science questions, social studies questions,
etc.
,
can be used as predictors of reading comprehension
success beyond the specific content of the respective sub-
test .
v
Population
The sample used in this study was drawn from students
who participated in the Massachusetts Eighth Grade Reading
Program in January, 1971. At that time, 10 per cent of all
eighth grade students in the public schools were tested.
Students from 57 schools and 46 school districts were rep-
resented. Of the 11,202 (28.35 per cent) students who
participated in the testing program 3,652 (32.60 per cent)
were attending schools serving ESEA families.
-Minority
students enrolled in the schools at the time of testing
constituted 4.71 per cent of the total population. However,
56.71 per cent of the minority students were attending eight
schools located in the city of Boston.
Procedure
Performance on the Comprehensive Test of Basic
Skills was analyzed statistically. Comparisons were
conducted vis a vis basic skills in three content areas;
language, science, and social studies. In the initial
analysis, Pearson's product-moment coefficient of correla-
tion was used to examine the relationship among six
selected variables. A second analysis was conducted by
obtaining test items designed to examine performance across
the three content areas. Lastly, a test of significance
through use of Fisher's z ratio was used to examine the
assumptions of the null hypothesis with regard to the
observed proportions used in this study and to obtain one
estimate of the population variance.
Results
The results of this study support the assumption
that successful application of a specific skill in answering,
correctly, science questions, social studies questions, etc.,
cannot be used as predictors of reading comprehension success
beyond the specific content of the respective sub-test.
Several of the important findings are reported below:
1. In certain situations, students who attended
ESEA Title I schools performed at a statistically
significant higher level of performance in one
content area than in another content area.
2. Likewise, students who attended non-ESEA Title I
schools performed at a statistically significant
higher level of performance in one content area
than in other content areas
.
3. Students who attended ESEA Title I schools did
consistently better than the students from the
Boston schools.
Conclusions
In general, the results of this study indicate
that
,
even though most of the comparisons were not
statistically significant, there were differential
Vll
performances among skill areas and content areas. Of the
three skills examined, (i.e., main idea, extended meaning,
and author's intentions), students performed poorest in
extended meaning skills. Likewise, with only one exception,
students performed poorest in the social studies content
areas. On the other hand, the students tended to perform
best in main idea skills and, with one or two exceptions,
the top performance was in the language content area.
In summary, even though the results of this study
are far from conclusive, this investigator takes the view
that reading instruction should be part of the curriculum in
each content area. This view necessarily implies a broad
definition of the term "reading," Though there are many
definitions, the results of this study tend to support the
position that reading is not a unitary act, that reading
comprises several functions. In developing an effective
reading program, it is necessary to know what attitudes and
skills are involved in efficient reading, and where they
are most readily developed.
vm
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CHAPTER I
INTRODUCTION
The implied educational goals of the United States
address the need to provide every American citizen the tools
and mechanics with which to acquire a basic background to
enhance the fulfillment of his aspirations. Efforts to reach
and raise the aspirational levels of our citizenry have
created problems. These problems have stagnated the entire
educational network and stymied those who want to make the
system work. For many years educators have been surrounded
by conflict and confusion resulting from: (1) the ambivalence
surrounding the commitment among educators to develop cur-
ricula that will ensure students improved leadership skills
and academic excellence; (2) the mediocrity generated by
attempts to produce and shape the "well adjusted" citizen;
and (3) the inferiority produced by those whose teachings
encourage obsequious subordination.
Before any successful attempt can be made to resolve
the various problems in the public school systems , educators
must first learn to distinguish between two specific and
totally different aspects in the process of learning:
education and schooling.
2Education and Schooling
Education is a lifelong process of learning how to
negotiate with the world. The important part is that it is
life-long it begins before you enter school and ends when
you die. The process is both profound and prolonged
(Postman and Weingartner, 1973).
An individual is shaped by the many experiences he
encounters in a lifetime. The success with which he ne-
gotiates a given social milieu depends, to a large extent,
on how well he manages new and different experiences. Im-
portant as these experiences might be, he carries along with
him the effects and influences of the relationships pre-
viously built during his lifetime.
A person's education requires the presence, atten-
tion, and support of other people who have learned how to
conduct their own affairs with some degree of satisfaction
and success. These factors tend to have a tremendous impact
on those aspects of one's self-development which constitute
an on-going system of energy capable of movement in a variety
of directions. Such a process has the potential of con-
tinuously bringing into focus new insights and views, as
one develops socially and intellectually (Berman, 1968).
Of course, it is entirely possible for someone to
miseducate himself, that is, not learn how to negotiate with
the world very well; or at least, not learn how to negotiate
with important parts of his world (Postman and Weingartner,
31973 ). Berman (1968) states that,
.
.unfortunately, in
this instance, ultimately, the assumption is made that man
is responsible for his own mental and physical health."
Accordingly, Postman and Weingartner (1973) conclude that
education is essentially a "do-it-yourself job, whether
done badly or well."
Many educational critics are fond of reminding us
that education involves more than schooling, that it can
occur in the absence of teachers and courses and classrooms
and all the paraphernalia that we have come to associate
with formal schooling (Jackson, 1972). While no one can
dispute this fact, when "educational fantasy" begins to
replace educational philosophy, it is often impossible to
make any kind of useful distinction between "education"
and "schooling"; and school, the institution itself, loses
a firm sense of mission and meaning (Kristol, 1973). Given
this importance, the differences between the concepts of
education and schooling need to be presented more frequently
and forcefully today than in the past (Jackson, 1972).
Although society’s concept of equality has shifted
from "equal access to schooling" to "equal schooling out-
comes" (Carnoy, 1972), the most important purpose of school
is to give an individual some assistance in educating
himself. The explicit assumption underlying this theory is
that ultimately, the quality of a school must be judged by
its capacity to achieve equal schooling outcomes. Unfortunately,
4like other complex institutions, schools are sidetracked by
political, social and economic considerations.
. .School
serves many masters, yields to many constraints, has many
items on its agenda, and therefore, cannot always concen-
trate its resources on assisting an individual in educating
himself” (Postman and Weingartner, 1973 ).
The system of public education has been on the rise
for decades. However, it has had its difficulties because
people in general, and educators in particular, have not
fully realized the degree and kind of schooling being made
available. Historically, educational programs have not been
adequate to meet the individual needs of large segments of
our school populations. Consequently, for many communities
there has been little or no real progress.
Within the last decade, many school systems have
experienced both ethnic and economic changes among student
populations. History and/or experience indicates that the
national trend in public education has not kept abreast of
these drastic changes. Because of institutional biases and
static expectations, many educators are divided in their
opinions of the strategies, methods and models by which
potentials in leadership abilities and academic achievement
can or should be identified and developed.
Distinct social differences are among the controlling
factors that have dictated the degree, quality and kinds of
schooling individuals are likely to receive. Hence, whether
5by chance or circumstance, educators have particular difficulty
with one basic assumption. That basic assumption is:
. . .the individual’s educational aim is to help him
realize his projected vision of a better self, the
national aims of education directed toward the reali-
zation of a better society to nurture the citizen’s
development. Because the United States is among those
fortunate nations founded on the consent of the
governed, its basic national purpose has been to serve
the citizens who compose it.
. . (Foy, 1968).
The educational system is one of the major social
institutions through which this society gives expression to
its values and goals . It is generally accepted that schools
are first and foremost the responsibility of state and local
governments. The fact is that there has been a lack of
agreement between public educational systems and the dis-
parate groups they purport to serve, on the basic premises
needed to improve the schooling process in America. Some of
the essential accommodations needed are: (1) relevant and
functional curricula; (2) more effective educational program-
ming and facilities; and (3) a redistribution of finances
directed toward more equitable educational outcomes among
the disparate groups. The inability to resolve problems
of priorities and accommodations, hence mirrors the conflict
between national commitments and local dictates.
A nation faced with these complex educational and
societal problems must engage in a systematic large scale
search for underlying factors contributing to the lack of
a greater return on its educational investment. Our shot-
gun approach to a scattering of apparently unrelated
6weaknesses in the schooling process is a good way of
perpetuating present conditions. All the money in the
United States will not do the job until the job is clearly
understood. And it cannot be clearly understood until the
nature of the educational problem is clearly defined.
Right answers cannot be obtained until the right questions
are formed, and the questions must grow out of the conditions
that give rise to the problems.
In summary, one of the traditional roles of educa-
tional institutions in this country has been to broaden
opportunities for productive, influential, and rewarding
participation in the affairs of this society by developing
those skills and credentials necessary for economic sur-
vival and social satisfaction. Over the past decade, we
have extended this opportunity to more and more of our
people, by a steady increase in the quantity of educational
experiences available and, in theory at least, a concomi-
tant increase in the quality of the educational product.
While the quantity of available educational experiences has
grown, there also has been a marked increase in the quality
of the skills and competencies demanded of those who would
achieve much. Similarly, the individual's goals are higher.
In general, students want to be productive, for they know
that society sees their efforts as resulting in a valued
product, influential in the sense that their participation
is viewed as having some influence on outcomes ; and rewarded
for their efforts both materially and psychologically
(Foy, 1968).
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Significance of Reading
Reading and living are almost synonymous in this
society. Without the ability to read, the doors to accom-
plishment are usually tightly closed. All fields of en-
deavor demand reading skills. Reading skills are essential
if individuals are expected to successfully learn to
negotiate with their environment.
Consequently
,
teachers must help students experience
reading as a process that provides useful solutions to
every day personal experiences. Many specialists argue
that educators should not only teach reading for competen-
cies, but also— and to a greater degree for its effects on
personal living (Russell, 1968).
In developed societies, such as ours, public schools
have come to assume a major part of the responsibility of
educating our children. Consequently, during times of
stress and rapid change, schools are strongly criticized
for their incompetence as reflected in pupil performance.
Because of its fundamental importance, the teaching of
reading bears the brunt of such criticism (Schubert and
Torgerson, 1968).
For decades, almost every basic issue related to
reading instruction has been debated with a great deal of
8intensity and considerable rancor. However, during this
period there is a difference; the body of knowledge and
practices now being attacked is the first to claim validity
on scientific grounds. Reading has been the most researched
of all school subjects; for each study in arithmetics,
there are probably three studies in reading (Chall, 1970).
In spite of the increased attention being directed
by educators to the nature and extent of the reading problem
m the public schools, responsibilities for the development
of an effective reading program have not been clearly allo-
cated. This is due, in part, to the fact that the very
nature of reading comprehension itself has not been clearly
described
.
Reading is the one skill in the schooling process
that transcends all content areas, whether they be mathe-
matics, science, literature, geography, etc. Emphasis is
needed on making reading serve the student and society, and
on helping the student to use reading as a learning aid.
The skills of reading and reading comprehension are dic-
tated by the general purpose for reading (Parke, 1964).
A systematic and sequential program specifically designed
to develop such skills is necessary for successful reading.
Basic to successful reading must be a broad experiential
base from which one can draw upon for a wide background of
understandings
.
9The background of understanding built up through
reading and practical experience provides the standards,
the criteria, the facts, against which new ideas may be
eva
-lu3."ted and critically analyzed. Because critical
reading is a circular process, it gives the reader a valid
and reliable background of understanding which, in turn,
he uses to evaluate critically other ideas (Artley, 1959 ).
Children and youth, like adults, are sometimes
inclined to do little more than what is demanded of them.
If the instructional demands and their felt needs can be
met with a low level of assimilative reading, that will be
the type of reading they may be inclined to do. If, on the
other hand, there is a need to search carefully for rele-
vant materials, to select and reject information in terms
of a problem situation, to identify and compare data from
several sources
,
the student will be more inclined to do a
critical type of reading.
Content and Skills
Content teachers, particularly at the secondary
levels in public schools, are being urged to give increasing
consideration to specific reading skills needed for mastery
of their respective subjects. Such demands are often met
with inquiries as to the nature of the reading skills
required in a specific content area. Published reading
tests seem to assess competence in general reading skills
10
which may or may not be relevant to the particular area of
concentration or may not reflect the peculiar emphases
practiced in that field.
According to Farr (1969), the number of investiga-
tions related to measurement of reading ability in content
areas indicates that many educators feel that there is a
need for tests of specific reading skills. A review by
Haney (1958) and others pointed out that most of these
studies are related to attempts to measure reading compre-
hension as it relates to a specific subject. Other studies
(Johnson, 1952 j Dunlap, 1951) have also suggested the need
for measuring students' vocabulary abilities, so that the
needed instruction can be provided and students can learn
more effectively in each subject.
There is a serious dearth of research related to
the basic components of reading comprehension and their
relation to various subjects. One of the major limitations
of most of the relevant investigations is the fact that they
have relied on the correlation coefficient for their analyses.
Farr (1969) argues that, ". . .while such a procedure does
indicate that two variables are related, it does not provide
the reasons underlying such a relation. . ." In essence,
Farr is saying that a given reading comprehension test in
science may be related to later success in science not
because the test is a test of specific science reading
ability, but because the student who has had past experience
11
With science not only achieves at a high level on such a
test, but has a high probability of performing well in a
science class.
Therefore, since more basic research has been con-
ducted on the elements composing general reading comprehen-
sion in specific subject areas, it seems to this investigator
that the whole question of the construction and use of
diagnostic measures of reading comprehension needs further
examination. Obviously, there is a need for more definitions
of the skills to be measured. If test constructors suggest
that reading comprehension is different in science than it
xs in social studies, then it is incumbent upon them to
describe exactly how they differ.
Furthermore, this investigator feels that it is
inadequate for test designers to build two reading compre-
hension tests, one based on science materials and one
based on social studies materials. Attempts to validate
such tests must be related to students' responses. Cor-
relating a test of science reading ability with grades in
science is not a valid procedure for examining the unique
qualities of reading comprehension in science. By studying
students' responses, it may be possible to determine if the
student goes through a different mental procedure in com-
prehending science materials than he does in comprehending
12
social studies materials (Farr, 1969).
Finally, there is a lack of tests on the market
which measure reading achievement in specific subject areas.
This study will provide additional evidence to support the
assumption that if content area teachers desire information
regarding students’ reading performance in that content area
it may be most useful for them to develop informal reading
inventories designed to measure students’ skill in learning
from test materials
. In summary
,
an informal reading in-
ventory, developed by the classroom teacher and based on the
classroom instructional materials, provides a very useful
measure of each student s ability to read at increasingly
difficult levels.
Most often overlooked in the use of informal read-
ing inventories is their use as a daily, continuous part of
reading instruction. By constantly being alert to each
student's reading performance and applying the criteria for
assessing informal reading inventorial performance, a con-
tent teacher can adjust the instructional materials to
insure continued student success. After determining appro-
priate reading levels for students, the teacher's next
concern should be related to the diagnosis of reading skills
development. The validity of a teacher's diagnosis of
students’ reading skills can be increased if he/she selects
or develops measurement devices which assess those skills
associated with the students’ reading skills development in
13
a given content area.
Scope of Study
This study attempted to improve on the extent to
which generalities can be made about performance in reading
comprehension in different skill areas (referent generality).
In an attempt to get generalizable information, this study
used the largest source available by taking a 10 per cent
sample of eighth grade students from the state of Massa-
chusetts who were administered the Comprehensive Test of
Basic Skills (Reading Comprehension) in January, 1971.
Such a sampling of students tested under normal test-taking
circumstances, adequately defined performance in reading
comprehension for all eighth grade students in the Common-
wealth of Massachusetts. In other words, the universe was
sufficient in size to make possible, valid generalizations.
There is, however, one caveat. While there has been
some real attempt to solicit a reasonably diverse sample of
schools, there is no basis to conclude that this sample of
schools was truly representative of secondary schools in
the Commonwealth of Massachusetts. The schools used in this
study were from selected regions of Massachusetts. The
selection of schools was not done in a completely random
manner. Therefore, the results may not be fully generaliz-
able to other regions of the United States or to different
types of schools or communities.
14
Statement of the Problem
This study grew out of the concern and need for a
more adequate appraisal of the consistency of reading com-
prehension in the content areas, as defined by tests pur-
portedly designed to measure such comprehension. The
appraisal of reading in various subject areas (e.g., social
studies, mathematics, science, literature, etc.,) can
provide the reading teacher with relevant diagnostic in-
formation about how well the student can demonstrate the
reading skills he is taught. Such appraisal can also pro-
vide the content teacher with information about how a
student can be helped to learn more efficiently in a given
subject area.
Purpose of the Study
In general, this investigator proposed to examine
how reading comprehension is defined and assessed in the
Commonwealth of Massachusetts (public schools). This re-
search was conducted not so much on the elements composing
general reading comprehension, but on how these elements relate
to specific subject areas. This investigator was, therefore,
tangentially concerned with reading comprehension as it re-
lates to: (1) specific purposes for reading and (2) various
subject or content areas.
Specifically, the purpose of this study was to ex-
amine the extent to which the number of correct responses
to a standardized reading comprehension test varies among
15
specific reading skills and sub-test content areas, e.g.,
science, social studies, and other selected academic fields
to determine if successful application of a specific skill
in answering correctly science questions, social studies
questions, etc., can be used as predictors of reading
comprehension success beyond the specific content of the
respective sub-test.
i
CHAPTER II
REVIEW OF THE LITERATURE
Historical Function of Reading
Historically, when events occur that threaten the
national welfare or happiness of this society, teaching
instructions tend to change. In general, from 1607 to the
present, the evolutionary process in teaching instruction
has been marked by a series of turning points. More in
keeping with the general problems of teaching instruction
are the drastic changes that have come about in the design
and intent of reading methods and content. Reading seems
to be so intrinsically interwoven with one’s life-style
that it becomes a part of the living fabric of the societal
milieu during crucial periods in our history. The follow-
ing is a sketch of social influences that have been basi-
cally responsible for changes that have affected reading
instruction
.
Social influences on reading instruction
Around the beginning of the seventeenth century
(1607-1776) religion was the dominant social force. During
that period the American pioneers focussed their attention
on religion. They also recognized the need for effective
and competent leadership. For example, Thomas Jefferson
17
was one of the early exponents of the belief that
representative government could not work without popular
education. To deal with these needs and concerns, religious
leaders introduced the most available material to nurture
the minds of children during their formative years. It was
not uncommon for many homes not to have any books at all.
In general, the Bible was the only book home libraries con-
tained. As a consequence, the materials for teaching con-
sisted almost wholly of religious selections from the Bible
(Smith, 1965).
I
Since the religious motive was the all-controlling
force in the community, the custom was for the uneducated
members of a family or community to gather in little groups
in the evenings or on the Sabbath for Bible readings. Il-
literacy was pervasive during this period. Therefore, at
such gatherings, the uneducated members were required to
listen to the oral reading of the scripture by one who had
mastered the art of reading. Quite naturally, the religious
motive permeated and influenced reading instruction in
public schools. This method of teaching came to be known
as the "oral-memorization approach" to reading.
Between 1776 and 1840 there was a shift from a con-
cern for religious indoctrination to a concern for political
freedom and the need to develop a strong, unified, young
nation. Changes in the national trend toward a heavy
emphasis on patriotism was associated with concomitant
18
changes in public education. Consequently, a new out-of-
school influence was generated. Teaching methods were
designed to inculcate patriotism into the citizenry. As a
result, religious reading materials were supplanted by
patriotic types of materials with the aim of preparing the
great masses to discharge their duties of citizenship.
Between 1840 and 1880 reading as a means of obtain-
ing information was really on the upsurge. Educators began
to move away from intensive patriotic reading materials and
sought broader subject reading matter. At that time, the
national aim of promoting good citizenship was: (1) to
provide information in all fields of learning; and (2) to
develop high morals. Therefore, the design was to include
a wide-range of informative selections in science, history,
philosophy, economics, and politics. In other words, the
subject matter of readers became broader. It was during
this period that the prevailing teaching technique was the
"oral-reading method."
In an attempt to provide a more effective education
for the masses, educational leaders began to visit experi-
mental schools in Europe and brought back new concepts about
classroom organization (by grades) and teaching "reading
by the word method." During this period, "Mr. Guffey’s
Readers" and Webb’s book entitled, "The New Word Method,”
began to appear in America (Smith, 1970).
From 1880 to 1910 America had reached a period of
19
stability, tranquility, and security. The absence of threats
of major wars helped to create an opportunity for citizens
to focus on cultural development. This new trend also af-
fected the nature of reading instruction. "Expressive oral
reading for appreciation" was the method adopted. In addi-
tion, readers were used as vehicles for acquainting children
with folk tales in the primary grades and introducing the
classics in the upper grades.
From 1910 to 1925 a major breakthrough in reading
instruction occurred. The publication of Thorndike’s
handwriting scale, in 1910, has been recognized as the
beginning of the contemporary movement for measuring the
educational products scientifically. In 1915 the first
reading test entitled, "The Gray Standardized Oral Reading
Paragraphs," was published. Other reading tests followed--
the majority of which were silent reading tests. With the
introduction of measurement it was possible, for the first
time, to obtain a broad sampling of common information
about the effectiveness of reading methods and materials,
as well as administrative arrangements for teaching read-
ing in the classroom. As a result, innovations in reading
instruction were more evident during this period than in
all of the previous periods.
Prior to this period, the "oral-reading method"
had maintained an ultimate and undisputed claim over class-
room methods. As a result of much of the research conducted
20
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between 1910 and 1925, changes in reading methodologi,
took place. Reading instructors shifted their emphasi,
from the "oral-reading method" to the "silent reading
method." This shift occurred primarily because research
studies indicated that the "silent reading method" resulted
in greater speed and a better understanding of meaning.
Accordingly, two new techniques— silent reading and speed
reading—became very popular and important to individuals
involved in the teaching of reading. Correspondingly, the
content of readers changed. Educators recognized that read-
ing literary selections for appreciation was not consistent
with procedures used for improving comprehension skills or
the development of speed, so readers were designed for the
comprehension of factual materials.
Between 1925 and 1935 a wide range of research in
reading was conducted, resulting in approximately 654 pub-
lished studies. As newer methods were examined, reading
instructors began to establish objectives that would re-
sult in the identification and development of differential
abilities needed for the disparate purposes for which read-
ing was used in "well-rounded living." No one type of in-
struction was given precedence over another, as had been
true in preceding periods. Ability grouping arid tracking
were introduced because (1) schools became a symbol of the
route to success; and (2) increased enrollments reflected a
wide range of students at varying levels of reading readiness
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At the same time, ability grouping and tracking became one
of the more effective means of enhancing and institutiona-
lizing segregation in public schools.
Educators were successfully broadening reader con-
tent skills programs and methods. In addition, major ad-
vances were made in: (1) the initiation of the readiness
concept for beginning readers and (2) diagnostic techniques
related to reading deficiencies. Educationally, colleges
and universities began to offer a variety of reading courses
as a part of the regular curricula. Professionally, the
first supervisors of reading began to appear in the public
schools as specialists.
National and international unrest resulted in a
major war between 1935 and 1950. Hence, another out-of-
school situation had tremendous influence on reading in-
struction. Even though there was a severe reduction in the
output of research and instructional materials, there was,
for the first time, an increased emphasis on reading readi-
ness. Authors began to simultaneously provide reading
readiness books for children and reading readiness instruc-
tions for teachers. Advances in methods included provi-
sions for: (1) utilizing interrelationships of reading
with other language arts, (2) addition of the use of con-
text clues and structural analysis, and (3) extensions in
comprehension and work-study skills. Further development
in reading supervision emerged to the extent that a
number
22
of school systems appointed special people for supervisory
service in reading, many with the professional designation
of "Reading Consultant."
From 1950 to 1965, reading instruction was influenced
by: (1) expanding knowledge and (2) technological revolu-
tion. It was obvious that one of the most frequent solutions
to the problems that plagued humanity was better education
"the masses. Education could not proceed without read-
ing j hence, there was a compelling objective to increase
literacy. This new objective lifted the horizon of reading
far above its established bounds. Russia’s "Sputnik" jolted
America to the extent that there was a thundering demand for
more and better education. Pressures to produce higher com-
petency in a shorter time immediately became apparent. In-
vestigators, authors, publishers, etc., worked feverishly to
find improved methods and new materials which would produce
faster and better results in the teaching of reading.
As a result of these stimulating influences, authors
of basal reading series enlarged their programs with multi-
ple tests, and initiated methods reflecting the most recent
research and trends. New approaches to beginning reading
were published. New reading materials were prepared for
youth and adults who were illiterate or functionally il-
literate. And lastly, interest in reading disability was
expanded, making use of contributions from other disciplines.
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Implications for change
Even though changes in reading instruction have been,
for the most part, generally exciting over the past half-
century, research on many aspects of measurement in reading
is at best sparse and inappropriate. Even in those areas
which have received a great deal of attention, more questions
remain unanswered than answered. Unfortunately, we still
are not able to provide conclusive evidence on the nature of
the skills underlying reading abilities, the validity of
present devices for measuring these skills, and the most ef-
fective means for using those devices which are currently
available (Smith, 1965).
Historically, much of the work in reading has over-
looked some very important variables that affect reading
performance. Measurement and evaluation in reading programs
usually are concerned with determining how well a student
reads. How well the students read is influenced, to some
extent or another, by the experiential background, wnich
they bring to the classroom and over which the classroom
teacher has only partial control. Factors such as sex,
socio-economic background, and personality exert some in-
fluence. The problems that these present, to those who are
interested in measuring reading performance, are a matter
of the degree of influence they exert on test performance.
As one looks at the history of reading instruction in America,
one must always remember that test performance cannot be the
only means of assessing student capacity, since it represents
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only a single sample of an individual’s behavior, which is
affected by many immediate and long-term factors.
Reading Comprehension
In order to measure any behavior, it is necessary to
know what the basic components of that behavior are. A re-
view of the factors that should be considered in measuring
reading comprehension indicates that this measurement task
is extremely complex. Factors that are critical to reading
comprehension include the length, interest-appeal, subject
matter, reading difficulty, and organization of the material
to be read. Additional factors are the reader's purpose,
mental set, environmental conditions for reading, command of
basic decoding skills and the type of questions to be used
(Singer, 1969; Holmes, 1969).
Kerfoot (1968) argued that the measurement of read-
ing comprehension is a "problem of inconsistency in both a
theoretical base and a descriptive terminology." He sug-
gested that, to overcome this problem, both researchers and
practitioners should seek to operationally define reading
comprehension in terms of specific reading tasks. Some
investigators, including Barrett (1968), have attempted to
provide a partial response to Kerfoot 's pleas for an opera-
tional definition of comprehension by developing a taxonomy
of the cognitive and affective domains of reading comprehen-
sion. The attempts to develop taxonomies usually includes
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factors such as literal comprehension, reorganization,
inferential comprehension and evaluation and appreciation.
Definitions of comprehension
Comprehension is the correct association of meaning
with word symbols, the evaluation of meanings which are
suggested in context, the selection of the correct meaning,
the organization of ideas as they are read, the retention of
these ideas, and their use in some present or future activity
(Yoakum, 1951). Guice (1969) expanded this definition by
presenting the argument that a gain in comprehension is used
to indicate the amount of information obtained through the
processes of reading as contrasted with the amount of infor-
mation previously known by the reader, as reflected in pre-
and post-test scores.
Maney (1958) divided "general" reading comprehension
into two basic components. The first component, literal
reading, is defined as the ability to obtain a low-level
type of interpretation by using only the information expli-
citly stated. The second component, critical reading
,
is
defined as the ability to obtain a level of interpretation
higher than that needed for literal interpretation. Some of
the variables associated with critical reading are:
1. Functional vocabulary--The reader's background of
experience in reference to a concept used in the
selection
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2. Semantic variation of vocabulary--The reader's
ability to identify a similar usage of a given
word from the selection
3. Association of ideas—The ability to see the
relationship among ideas in a series
4. Problem solving—The ability to apply informa-
tion from the selection to a problematic situa-
tion
5. Generalization— The ability to identify a general
conclusion or principle from information impli-
citly stated
In summary, Maney's definition of "general" reading
comprehension is a measure of understanding based on the
results of a reading test which uses content largely from the
field of literature.
Nila Smith (1964) uses common reading skills inter-
changeably with reading comprehension. She argues that:
It requires no special analysis to reveal that regardless
of whether a student is reading in literature, science,
social studies, or mathematics, he must be able to pro-
nounce the words to get meaning from printed symbols,
and to use appropriate reading rates. Breaking these
general skills down somewhat we have (1) word recogni-
tion, utilizing sight words, picture clues, context
clues, phonics, analysis of word structure and dictionary
techniques; (2) understanding meanings involving literal
comprehension, interpretation, critical reading, specific
word meaning; and (3) rate-making use of different speeds
according to intent for reading and nature of subject
matter. These skill areas are drawn upon in all kinds
of reading. . .
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Smith considers study skills to be those specialized
skills used in study situations beyond—and in addition to-
the common reading skills employed in non-study situations.
She finds it helpful to think of the reading study skills
as those skills used especially in situations in which it is
desired to make applications of content covered. Thus con-
ceived, the study skills in reading may be broadly defined
as those skills used when we intend to do something with
content while reading it, or after finishing the reading.
On the other hand. Shores (1960) established that
the following specific purposes and skills occur in reading:
(1) reading for the main idea and/or (2) reading to keep
a series of ideas in sequence. Shores found that reading
for the main idea is a skill more commonly measured by
tests of general reading achievement than is reading for
a series of ideas in sequence. In this study Shores
concluded that:
1. Good readers on one measure of reading ability
tend to be good readers on other measures.
2. Ability to read to find the main idea relates
more closely to measures of general reading
abilities than does ability to read to keep in
mind a series of ideas in sequence.
3. Tests of general reading ability are not
necessarily good predictors of ability to read
28
Part ^cu ^-ar materials for specific purposes.
4. Improvement in ability to read for main ideas
and for ideas in sequence requires more than 20
short successive practice sessions. Presumably
improvement would take place with instruction
and additional time and practice.
5. A reader s purpose is a more potent determinant
of reading speed and comprehension with exposi-
tory materials than is the content field from
which the material is drawn.
6. The purpose for reading influences the speed with
which the reading is done.
7. Fast readers are the efficient readers when
reading some kinds of materials for some purposes.
When they read other kinds of materials for other
purposes, however, no relationship is observed
between reading speed and the ability to compre-
hend. Those who take more time to reread and
answer questions
,
when reading to keep a series
of ideas in mind in sequence, make higher compre-
hension scores.
The most pressing research need in measuring compre-
hension is to develop a clear understanding of the nature of
reading comprehension. Presently, there is no conclusive
evidence regarding the components of this skill.
29
Researchers do not know whether it is a unitary skill or a
composite of sub-skills. If it is, in fact, a composite of
sub-skills, can each of the sub-skills be measured indepen-
dently? Future research will probably show reading compre-
hension to be composed of a variety of skills. More than
likely, we will also find at the same time that the skills
are dependent on a particular set of conditions. At the
present, it seems reasonable to assume that reading compre-
hension as a global skill is non-existent and that measure-
ment attempts should be narrowed down to specific conditions
(Farr, 1969).
From a review of recent studies in reading comprehen-
sion, it is obvious that the measurement of reading behavior
is based on logical rather than empirical evidence. Research
studies regarding the measurement of sub-skills of reading
are very limited and where there have been studies, there is
a great deal of confusion concerning existing measures of
these sub-skills. In addition, for the common sub-test of
reading behavior, there is a lack of clarity concerning the
most appropriate method of measurement. Interestingly,
there are more procedures utilized for measuring any single
sub-skill of reading than there are hypothesized sub-skills
of the total reading act (Farr, 1969).
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Content and Reading Skills
Assessing read ing in content areas
— a review
The appraisal of student's reading in social studies,
mathematics, science, literature, and other subject areas can
provide the reading teacher with relevant diagnostic informa-
tion about how well the student can apply the reading skills
he is taught. Such appraisal can also provide the content
teacher with information about how a student can be helped to
learn more efficiently in a given subject area.
One of the earliest studies of reading in the content
areas was done by Eva Bond in 1938. She investigated the
relationship between general reading ability and achievement
in specific fields for 300 ninth grade pupils. Using princi-
pally a series of Cooperative Tests (English, Literary
Acquaintance, Latin, General Mathematics, Algebra, General
Science) the Iowa Silent Reading Test, and the Trazler Silent
Reading Test for reading ability, she sought the answer to
the questions, "How well does a good general reader perform
in English, Latin, math, and science?" and "Does he perform
equally well in all other subjects, or are some subjects
more directly benefited than others?" She concluded that
"There is no such thing as a critical level of reading
ability above which added improvement in reading is no longer
a factor in achievement at the ninth grade level." Her
findings indicate that any increase in reading ability will
be reflected in increased scholastic achievement. She
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concludes that her study supports the statement that "Every
teacher should be a teacher of reading" (Bond, 1958).
In another early study of reading skills in the con-
tent areas, Artley (1944) found that while some relationship
existed between tests of general comprehension and compre-
hension in the social studies, there was also a high degree
of specificity in the factors relating to reading comprehen-
sion in the social studies. His results suggested that a
command of the specialized vocabulary of social studies was
found to be at least as important as knowledge of social
studies facts on tests measuring knowledge of facts in social
studies
.
Johnson (1952) constructed a vocabulary test consist-
ing of 150 multiple-choice items designed to test fifth
graders’ understanding of vocabulary in six content fields:
arithmetic, geography, history, science, health and litera-
ture. The words used in the test were taken from the fifth-
grade books which the students used for daily study. Be-
cause the pupils tested did poorly with the vocabularies on
tests used in the respective content areas, the investigator
concluded that a program of word-enrichment was needed.
These results suggest that reading programs should be directly
related to the vocabularies in which specific content areas
are used.
Shores and Saupe (1953) studied fourth and sixth
graders to examine whether the type of reading comprehension
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demanded of a student in each content area differed
qualitatively beyond the primary grades. Their general find-
ings tended to support the hypothesis that reading ability
differentiates beyond the primary grades into somewhat
specific abilities to read different kinds of materials for
different purposes. Specifically, this investigation sup-
ported hypotheses that reading of the kind employed in grades
four, five, and six to solve problems in science, has a large
factor in common with mental ability and general achievement
as these are commonly measured, and yet is somewhat unique
m a manner which cannot be accounted for by these genera-
lized factors.
The significance of the study by Shores and Saupe
can be summed up in their assumption that:
. . .with respect to experience background of the reader
the testmaker must assume that the readers have had equi-
valent experience with the specialized subject matter of
the reading passage in order for the test to be valid in
comparing individuals or groups. A child with a wealth
of experience in aviation will comprehend a passage about
airplanes- better and more rapidly than one who has not
had this experience. This requirement of equivalent
experience is not easily met and has been violated
frequently in reading test construction.
They further conclude that:
Methods for meeting this requirement would be to select
the subject of the reading passage in such a manner that
it might be assumed that the testees have had little if
any specific background for it or to use a great number
of passages with the expectation that the effects of
experience background would cancel out. At the same time
the test passage should be typical of the kind of content
and purpose for which measurement is desired.
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A study by Haney (1958) provides further support for
the hypothesis that reading comprehension is a specific
ability related to specific purposes for reading and various
subjects. Haney administered an author-constructed test of
science reading comprehension, the Gates Reading Survey-
Level of Comprehension, and the Pintner General Ability Tests
to 513 fifth-grade students. The results indicated that
literal reading comprehension correlated with each critical
science reading test item from "r =
-.15 to r = .47." This
finding supports the investigator's conclusion that critical
reading of science materials cannot be predicted from general
reading tests or from 'a test of literal reading comprehen-
sion.
Halfter and Douglass (1960) developed a test designed
to measure general competence in reading skills peculiar to
the field of commerce. Their test correlated highly with
successful performance in a business school. Comparative
validations of the test were provided by correlating high—
school grades and the Ohio State University Psychological
Test. The Ohio State Test correlated with later grades
(r = .64) as did the Commerce Reading Comprehensive Test.
The two tests and high school grades provided a multiple
correlation of (r = .77) with first semester grades in
business school. A failure to indicate the amount of vari-
ance contributed by high school grades limits the conclusion
that the Commerce Reading Comprehension Test is a useful
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predictor of later grades in business courses.
Accordingly, Nila B. Smith (1965) stated that:
ficult to pronounce, and technical in concent For
sciencI’contPnJ h
° the Way f°r Studv of new
*5 n? Providing vocabulary work before the
meanings.
h ln regard t0 Pronunciation and
Since Artley’s early investigations, many studies
have concluded that comprehension of reading material is
different in each subject area. If such findings are accu-
rate, they suggest that the diagnosis of a student’s reading
performance in a content area must be concerned with more
than his general reading comprehension. Farr (1969) asserted
that
:
Students may be performing poorly in academic subjects
not because they lack reading comprehension abilitiesm general
,
but because they lack the specific ability
to apply this skill to various subject areas. The diag-
nosis of reading ability, therefore, needs to go beyond
an eyaluation of general reading power and should
examine the reader’s ability to apply his reading skills.
.
Fay (1958) described several experiments in which
classroom teachers attempted to apply reading to their specific
content field. In one experiment a fourth grade teacher used
her entire class of 45 children in an attempt to see how much
gain could be made in arithmetic reasoning in one semester,
as a result of special emphasis on reading skills and vocabu-
lary. She employed the Stanford Achievement Test, Form J, to
determine the ability of the students to handle paragraph
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comprehension and arithmetic reasoning. The results showed a
range in reading ability from 1 . 7 to 8 . 6 . The teacher stressed
skill and comprehension with her pupils and gave specific
training m the following skills: skimming to find the answer
to a specific question, skimming to get a total impression,
reading to grasp the main idea, reading to follow sequence of
events, reading to note and recall details, following direc-
tions, critical reading, and remembering what one has read.
A special drill was given in vocabulary along with computa-
tional skills.
Using another form of the Stanford Avhievement Test,
the teacher assessed the improvement the students made at
the end of one semester of the experiment, that is, four
months after the initial test. Results indicated a substan-
tial gain in both paragraph meaning and arithmetic reasoning.
On the second test, 22 pupils, or 49 per cent of the class,
were performing at fifth grade level and above in paragraph
reading. Twenty-four pupils, or 53 per cent of the class,
were performing at fifth grade level or better in paragraph
reading. The median gain for the class in arithmetic read-
ing was nine months, twice the time spent in the experiment.
Krantz (1957) reenforces the essential role of the
content area teacher in the development of reading and study
skills. In a comparative longitudinal study he examined the
relationship of reading abilities and basic skills of the
elementary school with success in the interpretation of
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context materials in the high school. Through school records
and specific testing, he obtained massive data on 471 pupils:
215 as seventh graders in 1947 and again as eleventh graders
m 1952; 256 as
<
seventh graders in 1949 and again as ninth
graders in 1952. He used a wide variety of instruments and
analyzed his variables through zero-order correlation and
mu
-*-^^-Pl e regression. Among his many conclusions, he noted
that development of reading ability specific to a content
area is highly important to pupil achievement in the elemen-
tary and secondary school; and that, in general, it is highly
important to analyze the content fields and find related
study skills, as yet unmeasured. By implication, he indicates
that the content area teacher is best equipped to deal with
these reading and study skills.
Melis (1964) surveyed 177 intermediate grade teachers
to discover their use of "approved" reading approaches in the
field of science and social studies. He listed 16 areas,
and 177 or 84.1 per cent of the teachers responded. He noted
the following: (1) application of "good reading practices"
is more frequent at successively higher grade levels;
(2) these practices are more common among social studies
teachers than science teachers; (3) the extent of a teacher's
experience is not a significant factor in determining methods;
(4) advanced training and preparation are not significantly
related to difference in method; and (5) teachers appeared
to follow the recommendations of experts in using available
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materials
.
The knowledge explosion is such that for each grade
level and subject area, information is increasing at a tre-
mendous rate. The impact of this new knowledge is felt by
classroom teachers as it is incorporated into curricula. All
too often, content teachers have "so much to cover" that they
feel forced to teach more specifically than they know they
should. Herber's (1970) observations led him to conclude
that
:
.
. .emphasizing concept development rather than accumu-lation or information is recommended for handling the
growmg curricuia; but for many this requires consider-
adjustment in teaching procedures. The thought ofthe teaching of reading to their responsibilities
causes teachers to throw up their hands in absolute^des-pair
.
Many content teachers feel that an emphasis on
reading instruction would jeopardize students' understanding
of the subject, because the time available for learning con-
tent would be diminished. This concern tends to be prevalent
among elementary as well as secondary school teachers. It
seems that as long as teachers feel pressed by the demands to
"cover" a subject, they will continue to view related read-
ing instruction as an intrusion and resist devoting cur-
riculum time to reading skills instruction.
In summary then, it is obvious that the erroneous
supposition underlying these problems is the assumption that
teaching the content of a subject and teaching the skills
that are related to the subject are somehow separate
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entities. Several educators have presented a clear
understanding of the problem. According to Austin and
Morrison (1963), "Teachers reportedly do not have sufficient
time to ’teach everything' and, unaware that a dichotomy need
not exist, feel it more important to cover the content than to
teach the reading skills in the content areas." Research
evidence shows that reading and study skills related to a
course need not be taught in isolation, as an appendage to
the curriculum (Herber, 1964; Bond and Tinker, 1957). Re-
search by Braam and Reehm (1964) indicates that skills can
be taught simultaneously with the course content; content
and process need not be separated. Subject-area teachers
have been urged to do this for many years; however, surveys
rarely reveal this kind of instruction being practiced. As
far as teaching reading in content areas goes, the gap be-
tween what is known and what is practiced is most unfortunate.
Definition--reading through content
For most educators, the concepts associated with the
teaching of reading in content areas is still quite unclear.
There is a definite difference between teaching reading in a
reading class and in a content class. If and when this dis-
tinction is generally understood, confusion should fade, and
content teachers should be more inclined to engage in "read-
ing instructions." Operationally, one of the most satisfactory
ways to define teaching reading through content is to compare
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the responsibilities of the reading teacher with those of the
content teacher. Each has a different curriculum to teach and
a concomitant set of skills to develop.
The reading teacher's curriculum usually consists of
a set of reading skills. The reading teacher strives to
develop students' interests in the use of these skills to ex-
pand their concepts, appreciations, and understandings of
life around them, but his primary responsibility is to teach
the skills. The successful reading teacher analyzes the needs
of students in his classes, and this analysis determines the
sequence for a given student, as well as the level of sophis-
tication at which the skill or skills should be taught.
Usually these teachers select reading material through
which they can teach the skill and through which students can
practice the skill after they have received the initial in-
struction. In most instances, the content of the material
is not of primary concern. Generally, it is assumed that the
material is interesting and informative. The content can be
related to any curricular areas in the school or it can be
general material that has no bearing on a specific content
area. It is important to understand that teachers do not
teach the "content" of the material, but develop understanding
of the processes being applied to these materials.
On the contrary, content teachers have a set of ideas,
concepts or facts as their curriculum. These ideas, concepts
and facts have order and definite relationships existing among
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them. Content teachers are trained to establish a sequence
for these ideas based on logic, study, and experience. In
addition, they are expected to assess the needs of their
students, and make judgements about where in the sequence of
a curriculum the students require instruction. Consequently,
they are trained to plan a teaching program accordingly.
Herber (1970) argues that content teachers are gen-
erally weak in specific reading concepts; need more exposure
to specific ideas; and must have the perception to see rela-
tionships among various principles. Herber (1970) asserts:
f
‘ ,
f?n^en! tf?
oh
?rs ?lnd materials (or select partsrom their textbooks, if that is all they have available)which contain the information and ideas they want theirstudents to encounter, understand and use. They are notprimarily concerned with the skills students must use in
reading materials. When they teach the students how to
acquire the information and ideas from an assigned se-lection, teachers have to be aware of the skills inher-
ent in the selection. But those skills are not the rea-
son for using that material.
. .
It is assumed that content teachers teach students
only the skills their curriculum calls for them to under-
stand. Many educators feel that they should not teach a
reading skill for its own sake, as does the reading teacher.
It is further felt that content teachers do not concern them-
selves with the sequential development of reading skills, but
with the sequential development of ideas. Skills are developed
functionally, not directly. The skills to be taught are
determined by the content of the material assigned for a
given lesson, never in reverse (Herber, 1970).
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Herber (1970) concludes by summarizing his ideas
about the difference between reading teachers and content
teachers
.
. . .the reading teachers say: I have to teach these
skills • What materials can I use to give instruction
and provide practice on these skills? I don’t care whatthe subject matter is just as long as the students have
to use these skills in order to understand what they
read.
And so the reading teacher finds the material,
teaches the skills
,
and has the students engage in re-
enforcing practice. He hopes, of course, that the
students will transfer these skills to their subjects
and that instruction they receive in reading class will
help with assigned readings in each of their courses.
Meanwhile, the content teachers say: I have these
ideas to get across to my students and this text--or
these texts—develop the idea quite well. I'll assign
this .material for homework so students, through their
readings
,
will develop some understanding of these
ideas. Now, in order for them to develop and use these
ideas, there is a specific skill that the students have
to use. It isn’t the ’’main idea," because the mere
apprehension of the central thought is not the key to
understanding this concept; nor is it "inference,"
because the author is rather straightforward in his
statements; nor is it "recognition of assumption,"
because the author has identified his premises and has
not relied on assumptions. No, in this particular
selection the students have to read to "evaluate argu-
ment," and so that’s the skill I will discuss with them
for a moment before they begin reading the selection.
Some of them will need more assistance than others so
I’ll have to provide a bit more guidance for them, but
all of the students will have to employ this skill. . .
In summary, Herber 's position is that the differences
between the reading teacher and the content teacher are with
respect to teaching methodology and emphasis. He further
asserts that the cliche:
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s. j,,P„SLS/S\S0:;”;s-«tent teachers have rejected that role and rightly so
He also takes the position that, unfortunately, there has
been a concerted effort to force on all content teachers the
directed reading instruction properly engaged in by the
reading teacher (Herber, 1970 ).
He concludes his arguments by expressing the feeling
that there is no place for reading instruction, as reading
teachers generally employ it, in content areas. Accordingly,
in his opinion, there is a need for a whole new strategy in
teaching reading through content areas. Such a strategy
should use what is known about the direct teaching of reading
and adapt that knowledge to fit the structures of andres-
ponsibilities for all curricula materials. Basic and supple-
mentary texts can be used as vehicles for reading instruc-
tions in each content area with teachers showing students
how to become successful readers of the required materials.
CHAPTER III
METHOD AND PROCEDURES
Massachusetts Eighth Grade Testing Program-- 19 71
The State Department
>
of Education pursues a testing program:Cl) to obtain objective information on the status of educa-tion in the Commonwealth.
. . (2) to anticipate increasinglyfailed reporting requirements concerning Federal programs^
and C 3 ) to more objectively determine the educational needs
of children throughout the Commonwealth. (R S D, Depart-
ment of Education)
During the last decade, the Department of Education in
the Commonwealth of Massachusetts developed a Reading Curri-
culum Guide. The major emphasis of the reading program was to
encourage each public school student to reach his full poten-
tial in the area of communication. Commissioner Neil V.
Sullivan stated at that time:
. . .since one of the cornerstones of communication is
undeniably the ability to read, to understand, and to
react to printed materials, we find ourselves reexamining
the traditional methods and goals of reading instruction.
The Reading Curriculum Guide was designed to assist local
administrators, supervisors, and teachers to identify and to
assess students' skills and attitudes.
Locale
In this study the investigator used the data bank
obtained during the Massachusetts Eighth Grade Testing
Program in January, 1971. The testing program was carried
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out under the sponsorship of the Massachusetts State Board
of Education. During that period there were 324 school
systems in the Commonwealth with 1488 schools and approxi-
mately 85,382 students.
Sample
The information used in this study was data compiled
from a summary of students who participated in the Massachu-
setts Eighth Grade Reading Program in January, 1971. At that
time, 10 per cent of all the eighth grade students in the
public schools were tested.
In an attempt to assure greater representation of
various elements of the school population, the Massachusetts
Department of Education divided all eighth graders into sub-
populations called strata. Each stratum was represented in the
sample by a predetermined number of cases relative to occur-
ence in the population. Theoretically, stratification creates
homogeneous groupings with respect to certain characteristics,
enabling more complete representation from each stratum. When
applying stratification to statewide testing programs, two
critical variables considered were system size and geographic
location.
The sample of students used in this study was drawn
from 57 schools representing 46 school districts. Table 1
indicates that when the testing program was undertaken there
were 39,512 students attending the schools represented in
STUDENT
CHARACTERISTICS
REFLECTED
IN
SAMPLE
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this study. Table 1 also reflects that 11,202 (28.35 per
cent) of the sample student population participated in the
testing program. It should be noted that 3,652 (32.60 per
cent) of the students tested were attending schools serving
ESEA families.
Table 2 reflects a distribution of white and non-
white students in the 57 schools used in this study. This
Table indicates that 1,862 (4.71 per cent) minority students
were enrolled in the schools at the time testing was con-
ducted. Of the 1,862 minority students in the sample,
1,056 (56.71 per cent) were attending eight schools located
in the. city of Boston.
Test instruments
The Reading Curriculum Advisory Committee developed
guidelines for behavioral objectives and vocabulary develop-
ment as well as a taxonomy of reading comprehension for all
public schools in the Commonwealth. The factors that com-
prised the taxonomy for reading comprehension were:
1. Literal - The ability to locate specific
information
2. Interpretation - The ability to make reasonable
inferences on materials read
- The ability to interpret traits
in characters
,
mood and tone of
selection, and the ability to
read and evaluate figurative
expressions
3. Critical
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
2 5
26
27
28
29
30
31
32
33
34
35
36
37
38
39
TABLE 2
RACIAL DISTRIBUTION OF STUDENTS BY SCHOOL
No
. of
White
Students
No
. of
Non-White
Students Total
Per cent
Non-White
816 0 816
. 0
476 6 482 1.2
995 0 995
.0
3 170 173 98
.
3
111 582 693 84.0
970 48 1,018 4.7
225 26 251 10.4
1,146 42 1,188 3.5
626 80 706 11.3
404 108 512 21.1
1,184 6 1,190 .5
231 236 467 50.5
120 0 120 .0
676 12 688 1.7
468 60 528 11.4
1.499 2 1.501 .1
590 12 602 2.0
956 4 960 .4
197 0 197 .0
615 0 615 .0
443 10 453 2.2
802 14 816 1.7
272 22 294 7.5
706 0 706 .0
218 0 218 .0
704 2 706 . 3
1,244 34 1.278 2.7
744 4 748 . 5
606 0 606 .0
509 6 515 1.2
689 8 697- 1.1
467 2 469 •4
438 2 440 .5
1,106 6 1,112 .5
539 18 557 3.2
561 4 565 •7
1,082 0 1.082 .0
426 2 428 . 5
862 68 930 7.3
358 0 358 . 0
256 o 256 .0
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TABLE 2-
-Continued
School
No . of
White
Students
No . of
Non-White
Students Total
Per Cent
Non-White
42 484 0 484 .0
43 975 12 987 1.2
44 1,044 32 1,076 3.0
45 623 6 629 1.0
46 654 6 660 .9
47 861 10 871 1.1
48 783 8 791 1.0
49 547 42 589 7.1
50 529 2 531 .4
51 700 0 700 .0
52 1,123 38 1,161 3.3
53 272 22 294 7.5
54 707 6 713
. 8
55 672 0 672 .0
56 1,161 28 1,189 2.4
57 1,1063 70 1,133 6.2
Total 37,650 1,862 39,512 4.71
4 . Imagery
5. Organization
6. Association
.
Evaluation
The ability to react to mater-
ials by forming mental images
of sight, sound, touch, taste,
and smell
The ability to recognize re-
lationships, use time order,
rank, and the use of compar-
ison, etc
The ability to relate what is
being read to real or vicarious
experiences in reading
The ability to read critically7
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Instruments selected to test eighth grade students in
public schools were the Comprehensive Tests of Basic Skills
( CTBS ) and the Short Form Test of Academic Aptitude (SFTAA)
,
published by CTB/McGraw-Hill
. CTBS provided information on
levels of mastery for both learning content and process areas.
When used in relation with SFTAA, CTBS provided information
on actual or "obtained" achievement compared with potential
or "anticipated" achievement for individuals, classes,
schools and systems. The "anticipated" achievement scores
are interpreted as the expected level of achievement on CTBS
based upon performance of the student on the California Test
of Mental Maturity-Short Form using a multiple regression
formula. In reference to the reading curriculum, the key
questions to be answered by the testing program were:
1. What are the levels of mastery of basic reading
skills in Massachusetts eighth grades?
2. Are there differences between reading skills
and other content skills?
3. What educational needs can be inferred for
Massachusetts students based on basic reading
skills testing?
4. Are there regional variations in reading
abilities and achievement?
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CTBS
The reading test of the Comprehensive Tests of Basic
Skills is designed for grades 2.5-4, 4-6, 6-8, and 8-10. It
is a group survey test yielding conventional scores for vo-
cabulary, comprehension, and total reading. As such, its
value lies in evaluating total groups with respect to gen-
eral level of reading skill and in selecting cases of reading
disability which are in need of more intensive diagnosis
(Buros, 1972).
The CTBS is designed to measure the extent to which
students have acquired skills that are required for effective
use of language and numbers in everyday living, and for
further academic study. The items measuring these skills
are classified by intellectual processes and content in the
areas of Reading, Language, Arithmetic, and Study Skills, so
that results are readily usable in further educational plan-
ning, instruction, and guidance of students. As part of a
series that is scaled continuously from Grade 2.5 through
Grade 10, the CTBS provides a basis for individual and group
growth comparision over an extended period of time (Buros,
1972) .
The reading area contains a 40-item Vocabulary test
and a 45-item Comprehension test. The Vocabulary test pre-
sents in context, words in common use and the correct
responses are words that mean the same or about the same as
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the word m the stem. The Comprehension test was based upon
stories, articles, poems, letters, and ads, all on topics
of general interest to students. The two Reading tests are
independently timed and normed, and may be used separately
(Buros, 1972).
CTBS limits its assessment to a systematic measure-
ment of the following basic skills requisites: (1) studying
and learning in subject-matter courses and (2) the effective
use of language. Reading is divided into the following
categories of vocabulary and reading comprehension:
1. Recognition - Literal meaning
2. Translation
a. Simple rewording
b. Paraphrasing
3. Interpretation
a. Main idea
b. Relationships
c. Conclusions
d. Inferences
4. Analysis
a. Extended meaning
b. Author’s intention
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SFTAA '
The Short Form Test of Academic Aptitude provides
an index of general academic aptitude for use throughout the
school years. This set of aptitude measures may be used to
predict academic success as measured by achievement tests or
other appropriate indicators. Prediction of academic success
may be accomplished without reference to Intelligence Quotients
(I.Q.’s). The SFTAA has been designed so that it can normally
be administered in one class period. It is divided into five
levels which span Grades 1.5-12 (Buros, 1972).
The SFTAA comprises four sub-tests--Vocabulary
,
Analogies, Sequences, and Memory. The scores can be combined
to yield separate measures of language and non-language ap-
titudes as well as one general measure of academic aptitude.
Some measurement authorities feel that I.Q.’s are subject to
misinterpretation and misuse, especially with cultural sub-
groups which are significantly different from the norming
population. A unique feature of the SFTAA is that results
may be reported in terms of a Reference Scale Score (RSS) in
lieu of, or in addition to, I.Q. scores. The RSS is parti-
cularly useful in conducting mental growth studies for an
individual, and in charting the relative development of
language and non-language abilities (Buros, 1972).
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Language
Definition of Terms
Those items that examine the extent to which
students have the ability to: (1) select the word, phrase,
or sentence which provides the greatest clarity and/or
economy of expression; (2) to comprehend sentence meaning
and perceive appropriate relationships; (3) convert concepts
presented in graphic form (e.g., prose, poetry, etc.) and
understand their interrelationship; and (4) recognize and
interpret an author’s implication (e.g., tone, mood, and
form) and select appropriate paraphrased expressions.
Science
Those items that assess the student's ability to:
(1) establish categories and classify objects or activities
into categories; (2) quantify data by observing size, read-
ing scales, etc.; (3) summarize or interpret data by recog-
nizing trends; and (4) recall and/or apply scientific in-
formation .
Social Studies
Those items that measure the student's ability to
analyze or interpret data concerning social studies prob-
lems, to select the best sources for acquiring new data, or
to recall and/or apply facts, terms, theories, or concepts.
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School performance
Although performance in school can be variously
defined, it is used here to refer primarily to performance
on standardized tests of school achievement.
Elementary and Secondary Education Act of 1965 --
Title I
'
"
-
This refers to the Federally funded aid-to-
education program developed to support special programs for
low-income families. It is a supplementary program, designed
to upgrade the educational opportunities of children from
poor families.
Ethnicity
This term refers to commonly recognized population
differences that may be characterized as cultural or racial,
but not as social or economic.
Statement of the Hypotheses
As previously mentioned, the primary purpose of this
study was operationalized by examining performance on the
Comprehensive Tests of Basic Skills vis a vis specific sub-
ject areas. In general, this study examined the extent to
which the number of correct responses to a standardized
reading comprehension test varied among specific sub-test
content areas--e.g., science, social studies, and other
selected content areas.
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In pursuance of the primary aim of this study, the
major hypotheses were stated in the null form. That is,
there would be no statistically significant differences be-
tween comparative groups. The specific hypotheses were:
1. There would be no statistically significant
difference in the per cent of correct responses
for the three content areas between students who
attended ESEA schools and students who attended
non-ESEA schools.
2. There would be no statistically significant
c^^erence "the per cent of correct responses
among the three content areas for students who
attended ESEA schools.
3. There would be no statistically significant
difference in the per cent of correct responses
among the three content areas for students who
attended non-ESEA schools.
4. There would be no statistically significant
difference in the per cent of correct responses
for the three content areas between students who
attended selected Boston schools and students
who attended selected ESEA schools.
5. There would be no statistically significant
difference in the per cent of correct responses
among the three content areas for students who
attended selected schools in Boston.
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6. There would be no statistically significant
difference in the per cent of correct responses
for the three skill areas between students who
attended selected schools with special science
programs and students who attended selected
schools without special science programs.
7. There would be no statistically significant
difference in the three content areas between
students who attended selected schools in Boston
and students who attended selected schools with
special programs in science.
Statistical Analysis
ift "the initial analysis, Pearson's product-moment
coefficient of correlation was used to examine the relation-
ship among six selected variables. Basic coefficients were
obtained by comparing each factor with every other factor.
In different situations the coefficient of correlation
varied from a value of +1.00, which means perfect positive
correlation, through zero, which means complete independence
or no correlation whatever, on down to -1.00, which means
perfect negative correlation (Guilford, 1965). The six
variables used in the correlational matrix were:
1. Student population per school
2. Student population per school district/system
3. Minority students per school district/system
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4. Non-verbal I.Q.
5. Verbal I.Q.
6. Total I.Q.
A second analysis was conducted by obtaining weighted
means of the percent of correct responses for all test items,
because the number of students tested varied among the schools
used m this study. Means were weighted according to the
number of students per school responding to specific test
items from which the means were derived. Weighted means
were obtained for skill areas that contained test items
designed to examine performance across three content areas.
The skill areas were:
1. Main Idea
a. Science content
b. Language
c. Social Studies
2. Relationships
a. Science content
b. Language
c. Social Studies
3. Extended Meaning
a. Science content
b. Language
c. Social Studies
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The following formula was used to obtain means of
percentages where N’s differed (Guilford, 1965 ).
M
_ SN.P.w p -11
Trr-
i
where = number in each sample
P.
i
- percentage for each sample
sum of products of
its corresponding N
N
i = sum of the sample N's
Standard deviations were obtained for all of the
SN.P.
1 1
? °* P each percentage timesltc XT
obtained weighted means. Lastly, a test of significance
through use of Fisher’s z ratio was used to examine the
assumptions of the null hypothesis with regard to the ob-
served proportions used in this study and to obtain one esti-
mate of the population variance (Guilford, 1965 ).
CHAPTER IV
ANALYSIS OF DATA
In this chapter the investigator examines the data
related to performance on the Comprehensive Test of Basic
Skills Reading Comprehension Test. Performance, the depen-
dent variable, is herein defined as the per cent of correct
responses for three skill areas occurring throughout the
reading sub-test content areas--i.e., science, language, and
social studies. Selected variables will be discussed as
the investigator examines the extent to which performance
varies among the students who participated in the Massachu-
setts Eighth Grade Reading Program, conducted in January,
1971
.
It should be noted that the analysis of data was
conducted to attain additional information about the consis-
tency of reading performance in three content areas, by
tests purportedly designed to measure reading skills.
Hopefully, the analysis will provide the investigator with
additional information about: (1) how well students demon-
strate reading skills they are taught; (2) the degree of
specificity in factors relating to reading comprehension
in the three content areas, respectively; and (3) the relation-
ships among selected variables, so that students can be helped
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to learn more efficiently in a given subject area.
This chapter is divided into six parts. The first
part includes an analysis of the data derived from the total
population, which includes comparisons between ESEA Title I
schools and non-ESEA Title I schools. The second part in-
cludes an analysis of data derived from the sub-sample of
ESEA Title I schools. The analysis of data in the third part
was derived from the sub-sample of non-ESEA Title I schools.
The fourth part contains an analysis of data from the sub-
sample of students from the Boston schools. The analysis of
data in the fifth part was derived from the sub-sample of
schools with special programs in science. The sixth part
contains a comparison of performance among the Boston schools,
ESEA Title I schools, and schools with special science pro-
grams .
Part I--Total Sample of Schools
Correlation among school characteristics
The Pearson Product-Moment coefficient of correla-
tion was used to examine the relationship among six variables
for the total sample of schools. The results of the com-
parisons are presented in Table 3.
The comparisons in Table 3 reflect some interesting
relationships. There was an inverse relationship between
the student population in a school district and I.Q. The
coefficient (r = -.38) between the number of students per
PEARSON’S
PRODUCT-MOMENT
CORRELATIONAL
MATRIX
FOR
SELECTED
SCHOOL
CHARACTERISTICS
REFLECTED
IN
SAMPLE
ii
112;
P7.
05
=
.
25
;
P>.
01
=
.32
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school district and Normal I.Q. was statistically significant
at less than the .01 level of confidence. Likewise, the re-
lationship between the student population per school district
and Total I.Q. (r = -.28) was statistically significant at
the .05 confidence level. These data suggest that the larger
the student population per school district, the lower the
I.Q. performance.
The findings in Table 3 also indicate that there
was a similar inverse relationship between the minority pop-
uls-tion per school district and I.Q. The relationship
between the number of minorities per school district and
Normal I.Q. (r = -.32) was statistically significant at the
.01 level of confidence. The relationship between minority
population per school district and Total I.Q., though not
statistically significant, approached the .05 level of
confidence. These two findings strongly suggest that the
larger the minority population per school district, the
lower the I.Q. performance in reading.
Hypothesis I
The first hypothesis states that there will be no
statistically significant difference in the per cent of
correct responses for the three content areas between stu-
dents who attended ESEA schools and students who attended
non-ESEA schools. Fisher's z ratio was used to examine the
difference among weighted mean proportions (12 variables)
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between ESEA Title I schools and non-ESEA Title I schools.
The results of these comparisons are presented in Table 4.
The results in Table 4 indicate that there were no
statistically significant differences either for the three
skill areas, or for the respective content areas, between
students who attended ESEA Title I schools and students who
attended non-ESEA Title I schools. These results indicate
that students from non-ESEA Title I schools performed no
better (i.e., per cent of correct responses on test items)
than students from ESEA Title I schools. The largest means
for correct responses occurred in language skills for both
ESEA Title I school students and non-ESEA Title I school
students. The lowest means for correct responses occurred
in extended meaning skills for the social studies content
area. Even though the performance between ESEA Title I
school students and non-ESEA Title I school students did
not differ, the range among mean per cent of correct res-
ponses for ESEA schools was greater than the range among
the mean per cent of correct responses for non-ESEA schools.
The findings in Table 4 support the first hypothesis.
Part II--Sub-Sample of ESEA Title I Schools
Hypothesis II
The second hypothesis states that differences for
the mean per cent of correct responses in the three content
areas for students who attended ESEA Title I schools will
ACOMPARISON
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not be statistically significant. Table 5 reflects a
comparison of mean percentage of correct responses for three
areas occuring throughout science and language content
areas. None of the mean differences were statistically sig-
nificant. However, the mean percentage of correct responses
tended to be higher in the language content area than in the
science content area. The largest mean for correct responses
occurred in relationship skills for both the science and
language content areas. The range among mean per cent of
correct responses in the language content area was much
higher than the range for mean per cent of correct responses
in the science content area.
TABLE 5
A COMPARISON OF PER CENT OF CORRECT RESPONSES
FOR SKILLS IN SCIENCE AND LANGUAGE
CONTENT AREAS AMONG STUDENTS IN ESEA TITLE I SCHOOLS
Skills
Tested
Science
Weighted
Mean SD
Language
Weighted
Mean SD
Md z
Level of
Signifi-
cance
Main Idea 50.06 14.43 62.35 7.61 -.12 . 80 NS
Relation-
.
53 NSship 57.64 9.82 66.30 6.37 -.08
Extended
.06 NSMeaning 50.00 2.24 50.52 5.12 -.01
N = 22
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The results of a comparison of mean percentage of
correct responses for three skill areas occurring throughout
science and social studies content areas are presented in
Table 6. While none of the mean differences were statisti-
cally significant, the general overall performance in the
science content area was greater than the performance in the
social studies content area. The mean per cent of correct
responses in relationship skills and extended meaning skills
was much higher in the science content area than in the
social studies content area. For example, the z ratio of
1.90 for the mean difference between science content and
social studies content for extended meaning skills was less
than the .10 level of confidence and just shy of being
significant at the .05 confidence level. The largest mean
per cent of correct responses showed up in relationship
skills for both science and social studies content areas.
The range among the mean per cent of correct responses was
much greater in the social studies content area than in the
science content area.
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TABLE 6
A COMPARISON OF PER CENT OF CORRECT RESPONSES FORSKILLS IN SCIENCE AND SOCIAL STUDIES CONTENT AREAS
AMONG STUDENTS IN ESEA TITLE I SCHOOLS
Skills
Tested
Science
Weighted
Mean SD
Social Studies
Weighted
Mean SD Ma z
Level
of
Sig.
Main Idea 50 . 06 14.43 50.96 12.23
. 00 - —
Relation-
ship 57.64 9 . 82 42.50 11.18 .15 1.50 NS
Extended
Meaning 50.00 2.24 31.32 10.72 .19 1.90 NS
N = 44
Table 7 contains the data for mean differences
between social studies and language content areas. It is
quite obvious that the ESEA Title I school students performed
much better in the language content area than in the social
studies content area. The results for relationship skills
indicated that the students performed at a statistically
significant higher level in language content than in science
content. This difference was significant at less than the
.05 level of confidence. Similar results were obtained for
extended meaning skills. The students performed at a higher
level in language content than in science content. Again,
the difference between mean performance was statistically
significant at the .05 level of confidence. The largest mean
per cent of correct responses occurred in main idea skills
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for both content areas. On the other hand, the lowest mean
per cent of correct responses occurred in extended meaning
skills for both content areas. The range among the mean
per cent of correct responses was much greater in the social
studies content area than in the language content area.
TABLE 7
A COMPARISON OF PER CENT OF CORRECT RESPONSES FOR
SKILLS IN SOCIAL STUDIES AND LANGUAGE CONTENT
AREAS AMONG STUDENTS IN ESEA TITLE I SCHOOLS
Social Studies Language Level
Weighted Weighted M ofSkills Tested Mean SD Mean SD a z Sig.
Main Idea 50.96 12.23 1 62.35 7.61 1 -.11 1.10 NS
Relationship 42.50 11.18 66 .30 6.37 -.23 2 . 30 . 05
Extended
Meaning 31.32 31.32 50 .52 5.12 -.20 2.00 .05
N = 44
The analysis of the mean per cent of correct responses
for students who attended ESEA Title I schools showed evidence
of differential performance for certain skills and across the
social studies and language content areas. Even though most
of the mean differences were not statistically significant,
the ones that were suggest that the second hypothesis be
rejected. Therefore, the alternate hypothesis is then
accepted: that in certain situations, students who attended
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ESEA Title I schools will perform at a statistically
significant higher level of performance in one content area
than in another content area.
Part III--Sub-Sample of non-ESEA Title I Schools
Hypothesis III
The third hypothesis asserts that there will be no
statistically significant difference for the mean per cent
of correct responses in the three content areas among
students who attended non-ESEA Title I schools. Table 8
contains data reflecting mean differences in the per cent
of correct responses for three skill areas occurring
throughout science and language content areas. None of the
mean differences were statistically significant. However,
it should be noted that for main idea skills and relation-
ship skills, students who attended non-ESEA Title I
schools tended to perform better in the language content
area than in the science content area. The largest means
for per cent of correct responses occurred in relationship
skills for both science and language content areas. The
range among mean per cent of correct responses in the lan-
guage content area was larger than the range of mean per
cent of correct responses in the science content area.
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TABLE 8
A COMPARISON OF PER CENT OF CORRECT RESPONSES FOR
SKILLS IN SCIENCE AND LANGUAGE CONTENT AREAS
AMONG STUDENTS IN NON-ESEA TITLE I SCHOOLS
Science Language Level
Skills Weighted Weighted M ofTested Mean SD Mean SD d z Sig.
Main Idea 48.81 7.45 63.67 11.18 -.15 1.50 NS
Relationship 58 . 51 12.72 64.39 8.74 -.05
. 50 NS
Extended
Meaning 51.71 14.56 50 . 86 8.21 . 01 .10 NS
N = 35
Table 9 reflects an analysis of the mean performance
in three skills occurring throughout social studies and
science content areas. For extended meaning skills, the
students performed better in the science content area than
in the social studies content area. This difference was
statistically significant at the .05 level of confidence.
Though not statistically significant, similar results were
obtained for relationship skills. The range among mean
per cent of correct responses in the social studies content
area was greater than the range of mean per cent of correct
responses in the science content area.
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TABLE 9
A COMPARISON OF PER CENT OF CORRECT RESPONSES FORSKILLS IN SOCIAL STUDIES AND SCIENCE CONTENT AREAS
AMONG STUDENTS IN NON-ESEA TITLE I SCHOOLS
Social Studies Science Level
Skills Weighted Weighted of
Tested Mean SD Mean SD Md z Sig.
Main Idea 52.49 13.51 48.81 7.45
. 03 .30 NS
Relationship 43 .20 11.25 58.51 12.72 -.16 1.60 NS
Extended
Meaning 32.34 9 . 07 51.71 14.56 -
. 20 2.00 .05
N = 35
i
The results in Table 10 indicate that the students
who attended non-ESEA Title I schools perform better in the
language content area than in the social studies content
area. For two of the skill areas, the difference between
mean per cent of responses was statistically significant.
The results for both relationship skills and extended meaning
skills were significant at the .05 level of confidence. The
largest mean per cent of correct responses occurred in main
idea skills for both content areas. The range among mean
per cent of correct responses was greater in the social
studies content area than in the language content area.
The results obtained for the sub-sample of non-ESEA
Title I schools indicate that, for selected content areas,
students performed better in some content areas than in
others. Consequently, the third hypothesis is rejected.
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TABLE 10
A COMPARISON OF PER CENT OF CORRECT RESPONSES FOR
SKILLS IN SOCIAL STUDIES AND LANGUAGE CONTENT
AREAS AMONG STUDENTS IN NON-ESEA TITLE I SCHOOLS
Social Studies Language Level
Skills Weighted Weighted of
Tested Mean SD Mean SD z Sig.
Main Idea 52.49 13.51 63.67 11.18 -.12 1 1.20 NS
Relationship 43.20 11.25 64.39 8.74 -.21 2.10 .05
Extended -.19
Meaning 32 . 34 9.07 50.86 8.21 2.00 .05
N = 35
An alternative hypothesis would be more appropriate: that
students will attain higher levels of performance in one
content area more so than in another content area.
Part IV--Sub-sample of Boston Schools
Hypothesis IV
The fourth hypothesis states that there will be no
statistically significant difference in the per cent of
correct responses for the three content areas, between
students who attended selected Boston schools and students
who attended selected ESEA schools. Table 11 contains the
results for comparisons between the Boston schools and ESEA
Title I schools. None of the differences for mean perfor-
mances between students who attended the Boston schools and
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meaning skills in both the science and social studies
content areas
.
TABLE 12
A COMPARISON OF PER CENT OF CORRECT RESPONSES FOR
SKILLS IN SCIENCE AND SOCIAL STUDIES CONTENT
AREAS AMONG STUDENTS IN THE BOSTON SCHOOLS
Science Social Studies Level
Skills Weighted Weighted of
Tested Mean SD Mean SD Md z Sig.
Main Idea 45.20 11.01 35.66 3.87 . 09 . 50 NS
Relationship 39.78 11.95 27.41 5.29 .13 .72 NS
Extended
Meaning 33.78 4.12 26.20 7.87 .08
1
.44 NS
N = 7
Table 13 contains data for mean performances in
language skills and science skills. The differences among
the mean percentages of correct responses between language
content and social studies content were not statistically
significant. The Boston students performed consistently
better in the language content area than in the social
studies content area. The poorest performance, for both
content areas, occurred in extended meaning skills rather than in
the other skill areas. The range among mean per cent of
correct responses was greater in the language content area
than in the social studies content area.
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TABLE 13
A COMPARISON OF PER CENT OF CORRECT RESPONSES FOR
SKILLS IN LANGUAGE AND SOCIAL STUDIES CONTENT
AREAS AMONG STUDENTS IN THE BOSTON SCHOOLS
Language Social Studies Level
Skills Weighted Weighted M
Mean SD n d z
of
Tested Mean SD Sig.
Main Idea i
—
i
cr>
•
r-
st 12 . 21 35.66 3 .87 .12 . 67 NS
Relationship 51.79 5.69 27.41 5.29 . 25 1.39 NS
Extended
Meaning 38.10 8.69 26 .20 7 . 87 .12 .67 NS
N = 7
The results of a comparison of mean percentage of
correct responses for three skills occurring throughout
science and language content areas for Boston students are
presented in Table 14. There were no statistically signi-
ficant differences among the mean per cent of correct res-
ponses between science and language content areas. In the
science content area, Boston students performed best in
main idea skills. In the language content area, the best
performance occurred in relationship skills. For both
content areas
,
the students did poorest in extended meaning
skills than in the other skill areas.
In general, the Boston students performed best in
main idea skills and poorest in extended meaning skills.
In the content areas, the students performed better in
language and poorer in social studies. Since there were no
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TABLE 14
A COMPARISON OF PER CENT OF CORRECT RESPONSES FOR
SKILLS IN SCIENCE AND LANGUAGE CONTENT AREAS
AMONG STUDENTS IN THE BOSTON SCHOOLS
Skills
Tested
Science
Weighted
Mean SD
Language
Weighted
Mean SD Md z
Level of
Sig.
Main Idea 45.20 ;
|
11.01 47.91 12.21 .03 .17 NS
Relationship 39.78 11.95 51.79
i
5 . 6 9
;
-.12 .67 NS
Extended
Meaning 33.78
1
7.14 38.10 8.69
!
-.04 .22 NS
N = 7
r* 4» «% -t- i -1— m 1 1 * » «—» -» -PS LQ LJLO i.j.uaxiy O
in the content areas
_Lcan c uiiicrsncss among mean perr Oxinancoa
,
the fifth hypothesis is accepted.
Part V--Sub-Sample of Schools with
Special Science Programs
Hypothesis VI
The sixth hypothesis states that there will be no
statistically significant difference in the per cent of cor-
rect responses in three skill areas
,
between students who
attended selected schools with special science programs and
students who attended selected schools (randomly selected)
without special science programs. The data in Table 15 in-
dicate that the mean performances between students who at-
tended schools with special science programs and students
who attended schools without special science programs were
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not statistically significant. Even though the differences
were not significant, there were some interesting observa-
tions. For both groups of students, the highest mean per-
centage of correct responses occurred in main idea skills,
while the lowest means occurred in extended meaning skills.
Likewise, both groups performed worse in the social studies
content area associated with extended meaning skills. The
results in Table 15 suggest that the sixth hypothesis will
be accepted.
Hypothesis VII
The seventh hypothesis asserts that there will be no
statistically significant difference in the three content
areas, between students who attended selected schools in
Boston and students who attended selected schools with spe-
cial programs in science.
Table 16 contains data for students who attended
selected schools with special programs in science, and stu-
dents who attended the Boston schools. None of the mean
percentage of correct responses between schools with special
programs in science, and the Boston schools, was statistically
g ig jilf icant . Students attending schools with special pro
grams in science performed consistently better than the
students from the schools in Boston. Both groups performed
better in main idea skills than the other skill areas.
Performance for both groups was poorest in extended meaning
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skills. Interestingly
,
the students from schools with
special science programs did as well or better in language
content areas as they did in the science content areas. In
terms of the content areas, the best performance for both
groups occurred in the language content area associated with
relationship skills. On the contrary, the poorest perfor-
mance, for both groups, occurred in the social studies
content area associated with extended meaning skills. Be-
cause of the results contained in Table 16, the seventh
hypothesis is accepted.
National Norms
For a summary, Table 17 is presented to show the
mean percentage of correct responses for students from
selected groups of schools and related national norms for
the three skill areas. Main idea, relationship, and extended
meaning are the skills occurring throughout the three content
areas. A reveiw of the data indicates that students from
schools with special programs in science tended to perform at
a level that was much closer to the national norms, than did
students from schools in Boston, or those attending ESEA
Title I schools. On the basis of overall performance,
students from ESEA Title I schools were next in distance from
the national norms. The Boston school students tended to be
more distant from the national norms than the other students
from selected schools represented.
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TABLE 17
A COMPARISON OF THE PER CENT OF CORRECT
RESPONSES ACROSS THREE CONTENT AREAS
FOR STUDENTS FROM SELECTED GROUPS OF SCHOOLS
Skills
Tested
Boston
Schools
ESEA
Schools
Schools
Special
Science
Programs
National
Norm
Main Idea
j
>49 .92 60.41 57 . 80 60.7
Science 14 5.20 i50.05 61.17 62.5
Language ',47.91 62.35 60.83 66.5
Social Studies 35.66 50.96 51.31 53.0
Relationship 3 9.66
i
58 . 07 56.42 58.2
Science 13 9.78 57.64 60.90 63.0
Language *51.79 66.40 64.75 66.5
Social Studies 27.41 42.50 43 . 61 46.0
Extended Meaning32.69
t
46.57 49.20 47.2
Science
!
3 3 . 7 8 50.00 53.36 57.0
Language 38.10 50 .52 61.23 55.7
Social Studies
1 2 6 . 2
0
i
31.32 32.87 29.0
|
The performance of all three groups was higher for
main idea skills than the other skill areas. Only the students
from ESEA Title I schools approximated the national norms for
this skill area. The lowest performance for the three groups
of students occurred in extended meaning skills. The best
performance for all three groups occurred in the science con-
-tcnp areas associated with relationship skills. The poorest
performance for all three groups occurred in the social studies
content area associated with extended meaning.
CHAPTER V
CONCLUSIONS
Equal Educational Opportunity
A major problem in discussing equality of educational
opportunity is settling on a definition of the term. To
oversimplify greatly, equality of opportunity in the tradi-
tional sense implies that the same type of educational
facilities should be made available on equal terms to all
socio-economic classes. It is the chance to benefit that
matters; what individuals and groups do with that opportunity
is ultimately their business, not society's. There are no
clear-cut strategies to ensure that outcomes will be equal
among all identifiable social groups, but a loosely held
belief indicates that if money or social class were not a
formal barrier to entry into various types and stages of
education, low-income people would get about as much out
of the educational system as those in affluent communities,
and any gap remaining would not be a severe or legitimate
source of complaint (Carney, 1972).
The 1965 Elementary and Secondary Education Act (ESEA)
was one of the major Federal programs designed to address
itself to the educational problems of the poor. Title I was
the heart of this Act. The central thrust of Title I was to
reduce poverty through educational opportunity. The underlying
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notion is familiar: poor children given the opportunity
to do well in school will improve their lot as adults. By
allocating extra funds to state and local agencies, the
intent of Title I was to expand and improve elementary and
secondary school programs for educationally deprived child-
ren in low- income areas. In this Act an educationally de-
prived child was defined as "A child who needs special
educational assistance to perform at the grade level for his
age." The term also included children with special educa-
tional needs resulting from poverty, neglect, delinquency,
handicaps, or cultural, economic, ethnic, or linguistic
isolation from the general community.
The data in this study strongly suggest that there
were, in all probablity, pervasive and persistent inequali-
ties in the distribution of Federal financial resources for
the schools used in this study. There were 22 ESEA Title I
schools. The sub-sample of ESEA Title I schools did not
include any of the Boston schools, even though the Boston
schools contained 56.71 per cent of the minorities who par-
ticipated in this testing program.
This is particularly disturbing when one thinks of
the recent rhetoric used as a basis for certain public edu-
cational policies. The "social deprivation hypothesis"
is the belief that children of ethnic minorities and the
economically poor who achieve "below average" in school, do
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so mainly because they begin school lacking certain crucial
experiences. Such experiences are prerequisites for school
learning and attitudes conducive to achievement in the class-
room. The chief aim of preschool and compensatory programs,
therefore, was to make up for specific environmental de-
ficiencies as quickly and intensively as possible. Compen-
satory programs were designed to provide the appropriate
experiences, cultural enrichment, and training in basic
skills of the kind presumably possessed by middle-class
majority children of the same age (DeShields, 1972).
The ideological use of the cultural deprivation
theory was based on the hypothesis that the differences
in educational achievement of poor as compared with middle-
class children--and
,
more specifically, differences between
Black and white children--were mediated by differences in
home background. It is generally known that, for cities such
as Boston, poverty and general environmental disabilities
are endemic to Black communities. However, from these
data, one could easily make the mistake of assuming that the
Black students who attended the Boston schools were atypical-
i.e., most were not from impoverished families. Such an
assumption could lead one to the conclusion that the Boston
schools did not meet the criteria of eligibility for ESEA
Title I funds.
A safer and more realistic assumption is that
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resource allocations, both Federal and State, are distributed
unequally in favor of the already affluent schools. In the
Commonwealth, resource differentials occur largely between
districts, with fairly equal allocations within districts.
Title I funds flow disproportionately, primarily because the
allocation formula is based on a political system. There
is ample evidence to support the hypothesis that instructional
expenditures are distributed unequally, and that school
systems spend less on minority and poor children than on
other children in large American cities. The American myth
is not that all children receive equal resources from all
sources, but that they are treated "fairly" by the formula
grant system used by governmental agencies. We must always
remember that there are political in-groups and political
out-groups. There are many examples in public school
financing to indicate that politics is an effective vehicle
for favoritism.
Special Educational Programs--A Dream Deferred
ESEA Title I programs
For many educators, Title I represented a major
effort to address the impossible demand enshrined in the
mythology of the American dream itself: that schools con-
stitute the ultimate promise of equality and opportunity;
that they enable American society to remain somehow
immune
from the economic inequities and social afflictions
that
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plague the rest of mankind; that they, in short, guarantee
an open society.
Education, it has often been said, is the American
religion. Thus, if the school system fails, so does the
promise of equality, so does our security against the in-
equities of society. However, much of the comprehensive
data available indicates that nothing in school makes as
much difference as the economic background of the student,
and the social and economic background of his peers. In
general, there is little evidence to support the assumption
that increasing educational expenditures in a particular
district produces greater achievement, and a fair amount
of evidence that it does not (Schrag, 1970).
Interestingly, Gentry, et al (1972) argue that;
Although any new source of funds appeared to be important,
Federal aid proved no panacea for urban schools. Urban
districts favored Title I of the Elementary and Secon-
dary School Education Act because it allocated funds
according to a poverty formula. All too. many schools,
however, purchased more of the same meaningless instruc-
tional materials and quantities of educational hardware.
Other programs, which comprise three .fifths .of Federal
assistance to education, favor districts which already
have high expenditure patterns.
These authors conclude that Federal and State programs have
not served the compensatory function, as was so widely as-
sumed.
In this study, the geographic distribution of ESEA
Title I schools represented all metropolitan areas of the
Commonwealth. ESEA schools were located in the following
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cities: (1) Worcester (N = 1); (2) West Springfield (N = 2);
and (3) Cambridge (N = 3). Most of the ESEA schools were
located in places such as Pittsfield, Plymouth, Revere, Fall
River, etc. It should be noted that the Black population
in Massachusetts represents a bipolar distribution. That
is, the majority of Blacks in Massachusetts live either in
Boston or Springfield. None of the ESEA schools used in
this study were located in these cities. Even Holyoke was
not included, despite the recent heavy influx of Puerto
Ricans
.
There were 632 minority students enrolled in the 22
ESEA Title I schools. This number represented 33.94 per
cent of the total minority students who participated in this
study and 4.20 per cent of the total number of students en-
rolled in ESEA Title I schools. The percentage of 4.20 ap-
proximates the per cent of minority students (4.71 per cent)
in the total sample who participated in the testing program.
By comparison, even though 56.71 per cent of the minority
students tested attended seven schools in Boston, they
represented 23.25 per cent of the total student enrollment
of the Boston schools used in this study.
The findings in Table 11 indicated that even though
there were no statistically significant differences,
students who attended ESEA Title I schools did consistently
better than students who attended the Boston schools. In
addition, Table 3 indicates that there was an inverse
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relationship between the: (1) number of students per school
district and I.Q.
; and (2) number of minority students per
district and I.Q. A casual review of the results between
ESEA schools and Boston schools would support
,
without quali-
fication, the fact that academic performance of the Boston
students in reading is still more depressing than other students
throughout the Commonwealth. However, when one considers the
fact that Boston is the largest school district with the great-
est percentage of minority students, these results are predic-
table. One can seriously question why the State Department
of Education has not deemed it essential to provide most, or
all, of the Boston schools with special assistance and re-
sources comparable to that received by ESEA Title I schools
.
The State Department of Education should consider ex-
panding its selection process so that a broader cross-section
of students requiring or receiving special educational pro-
grams in reading, science, etc., would be included in the test-
ing program. To include only selected schools with a high
concentration of minority students , and/ or peer students who
do not receive special educational programs, tends to depress
the overall performance of the population who participated
in the testing program. Analyses of the performance among
students in the Commonwealth should always take this into
consideration. In other words, variables such as special
funds, teachers, equipment, etc.
,
must be presented as
critical factors in academic achievement. If this isn t
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done, then the popular assumptions about urban students are
primarily alibis for educational neglect.
In support of this assumption, Gentry et al contend
"that programs such as ESEA Title I are critically important
,
because the inferior quality of many urban schools would be
less crucial for the future of American society, if it were
not for the critical emphasis placed upon public education
maintaining an open class system. To Gentry and his col-
leagues
,
mobility between classes has helped this country
to reluctantly move closer to its commitment to equality as
a basic condition of democracy compatible with a functional
class structure.
Because schools do, in fact, both aid upward mobility
for a few and perpetuate class lines for a majority, systems
must be opened so that their most repressive and destructive
characteristics are mitigated, if not eliminated. Despite
abuses of many Federal programs, compensatory education is
critical because it helps many children to stay in school.
"These individuals who change class standing from that of
their parents typically take their first steps up or down
because of what happens to them in school" (Gentry, 1972).
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Special Programs in Science
Today, children are developing cognitive skills
related to fundamental scientific principles more rap.idly
and in a more sophisticated manner than ever before. Much
°f this progress is due to improvements in the methods and
materials of the science programs presently available. Most
educators agree that the best results in a science curricu-
lum can be secured when the objectives and materials used
are adapted to the developmental needs, interests, and ab-
ilities of the children. The usefulness of scientific
principles depends upon the educational strategies that
facilitate the adaptation of knowledge to new experiences
and challenges (DeShields, 1968).
In general, special science programs are efforts to
place greater emphasis on the philosophy and processes of
science, as well as more meaningful laboratory work. Over
the past decades critics of school science have grown more
strident with recurring complaints that school science pro-
grams are repetitive, inadequately articulated, and insuf-
ficiently developmental in character. Specifically, cri-
ticisms are leveled that science course content is too
broad, and includes undue emphasis on technology and applied
science. It also involves too few fundamental ideas and
principles (Rutledge, 1973).
The problem with many special programs in science,
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however, is that they fail to provide a challenge for
science educators. In addition to perpetuating traditional
an<3 culture, special programs in science need to
produce curricula that are oriented toward a period in the
future j influenced by relevant discoveries, and structured,
somewhat, by the realities of prevailing social problems.
Educators must adopt special programs in science that are
designed to meet change, and influence the direction of
change
.
Our country is a technological society. The need
for many different kinds of scientists is judged to be great,
-l +
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need "scientific literacy," so some degree, to live effec-
tively in a science-oriented world. Many of the skills
basic to scientific inquiry are identical to those used by
effective readers. Students are successful readers when
they can readily transform a repertoire of skills to meet
the demands of various concent areas and levels of sophis-
tication. The first part of that repertoire is an awareness
of levels of comprehension and how to function at each,
according to one’s competence. The same holds true for
science curricula (Rutledge, 1973).
In this study, a comparison was made between selected
schools with special programs in science, and selected
schools without special programs in science. Based on
earlier research (DeShields, 1968), the assumption was that
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students who had been exposed to special science programs or
additional science experiences, would be more apt to develop
a better or broader science vocabulary and, consequently,
better or more specialized problem-solving skills applicable
to science. Given these assumptions, there should be dif-
ferences in performance on the reading tests in science
content areas, between students who attended schools with,
and without, special science programs.
The results in Table 15 tend to support, in a very
general way, this investigator’s assumptions. Even though
there were no statistically significant differences, students
who had special science programs performed slightly better
in science for each of the skill areas than those students
without special science programs. More importantly, special
programs function in such a manner that there is little
programmatic consistency from one school district to another
and/or one school to another. From the available data, this
investigator had no way to determine the structure and design
of the respective science programs. In summary, within the
whole range of special science programs , there may be some
highly sophisticated organized program and special activities
that have not been arranged around any formal science skill
development
.
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Summary
The results in this study indicate that, even though
most of the comparisons were not statistically significant,
there were differential performances among skill areas and
content areas. Of the three skills examined, students per-
formed poorest in extended meaning skills. Likewise, with
only one exception, students performed poorest in the social
studies content areas. On the other hand, the students
tended to perform best in main idea skills and, with one or
two exceptions
,
the top performance was in the language
content area. Even within the social studies content areas,
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skills. One of the clearest implications of these patterns
is that proficiency in the use of one skill in a given con-
tent area, does not necessarily suggest comparable profi-
ciency for the same skill in another content area.
The Reading Curriculum Advisory Committee established
a taxonomy for reading. Tnat is, they placed critical read-
ing at the highest level in a hierarchy of reading compre-
hension skills. Likewise, the hierarchy for CTBS included
an inextricably involved continuum of seven psycho-sociolmg-
uistic skills in reading comprehension which included:
1. Main Idea
The ability to identify main purpose or idea of
a sentence, paragraph, or passage
95
2. Relationship
The ability to perceive relationships (cause-
effect, time, size, part-whole, structure of
prose or poetry, sequence)
3. Extended Meaning
The ability to extend meaning of indefinite or
incomplete statements and ideas, and recognize
omitted information
This hierarchy endorses the view of critical reading
as a subset of comprehension skills in the total framework
of reading skills and abilities. It also establishes an
3 o n on rlnding level of difficulty--i
. e
. ,
main idea is the lowest
level of difficulty and extended meaning the highest level
of difficulty. The results of this study tend to follow
this hierarchy. The students who participated in the testing
program performed best in main idea skills and poorest in
extended meaning skills. One might also anticipate that
performance in the content areas would be related to the
level of difficulty of the skill to which the content is
associated. However, the results of this study show that,
for the language content area, students generally performed
better at a more difficult skill hierarchy (relationship)
than they did at the least difficult skill hierarchy (main
idea). With the exception of language content, the hierarchy
of reading comprehension was basically consistent for:
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Cl) skill areas; (2) content areas; (3) total scores; and
(4) the national norms. These results support the contention
that reading comprehension is not a generalized unitary
skill.
Even though the results of this study are far from
conclusive, this investigator takes the view that reading
instruction should be part of the curriculum in each content
area. This view necessarily implies a broad definition of
the term "reading". Though there are many definitions, the
results of this study tend to support the position that
reading is not a unitary act, that reading comprises several
Pn r\ o4- n /-\vno
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is necessary to know what attitudes and skills are involved
in efficient reading, and when they are most readily devel-
oped .
The performance of students who attended the Boston
schools indicated that of equal importance to the student’s
success in critical reading is the necessity for greater
depth and breadth of environmental experiences. It is from
wide and varied experiences that language meanings derive.
It is from the student's fund of language meanings that he
comprehends. Paucity of experiences results in shallowness
in conceptualizing and generalizing. This condition in
turn limits and impedes both accuracy and flexibility m
reading comprehension. The possession of a repertory of
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language meanings derived from real and vicarious experiences
provides the student a constellation of ideas from which he
may combine and reorganize related conceptions in ever-
evolving configurations. Through increasingly skillful
fusions of language meanings, the reader develops closer and
closer approximations of the author's intent (Newton, 1972).
To meet the demands of society today and to develop
mature efficient readers in the secondary school, we need a
comprehensive, flexible reading program which recognizes
that development in reading skill is continuous. To accom-
plish this task, we need the full cooperation and active
participation of every teacher in the secondary school.
Unfortunately, many educators in the past frequently have
not viewed the teaching of reading as one of their responsi-
bilities
.
This investigator, in concluding, agrees with Sargent
(1970) that the content area teacher is the best-qualified
person in the school for teaching reading in his subject
area. He is the one who:
1. is most capable of teaching the new vocabulary
in his subject area;
2. is most knowledgeable in setting purposes for
reading
;
is most able to developing and motivating student
interest
;
3 .
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4. is most adept at identifying important concepts
to be developed and understood;
5. is most conversant with multi-resources, their
use and value in developing background exper-
iences; and,
6. is familiar enough with the text to know how best
to read and study it.
This study provides additional information to support
the hypothesis that "so-called" reading skills are easily
identifiable in one or more content areas. The results
lend further support to the position that the whole question
of the construction of achievement measures of reading com-
prehension needs further examination. This study should add
to the body of knowledge currently being developed to indi-
cate that tests on the market should measure reading com-
prehension in specific content areas and move away the myth
of general reading ability across all content areas. It
should also assist educators in recognizing that if content
area teachers need information regarding students' reading
performance in that content area, it may be more feasible
for them to develop informal reading inventories. Such
inventories should be designed to measure students' ability
in learning from text materials, the skills, vocabulary and
concepts unique to that content area.
Some new directions for developmental reading and
the basal reader approach must be provided. The shifting
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needs in skill development, through the grades and within
the various content areas, dictate a new kind of reading
instruction beginning from the primary grades. The results
of this study suggest that skills related to reading com-
prehension and school success are not provided for within
the context of traditional curriculum offerings.
This study should also add to the mounting evidence
that reading comprehension tests as they are currently con-
structed are, in fact, content area achievement tests.
Limitations of the Study
Because of the confidential nature of the data in the
files of the Department of Education in the Commonwealth
and the monetary cost required to attain individual data
for each student who participated in the testing program,
this investigator was restricted in the kinds of individual
data used to get certain results. Most of the data used in
this study reflected general characteristics about selected
secondary schools and very little about individuals within
each secondary school.
The general characteristics and structure of the
special programs in science were not obtained or readily
available. Consequently, some analyses were not conducted
that could possibly have added to the general information
needed to make more substantive generalizations. Accord-
ingly, little was done to analyze the extent to which CTBS
was the most appropriate instrument to use during the
testing program.
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Recommendations for F.urther Research
studies should encourage researchers to pro-
duce information about more efficient methods of teaching
children to read in different skill areas. Additional
information is needed on reading comprehension and skills
in content areas. In addition, teacher training institutions
in cooperation with classroom teachers must seriously attack
the issue of who has the basic and ultimate responsibility
for teaching reading in our public schools. Research sup-
ports the fact that reading is the only cognitive skill that
transcends all content areas. It is not, in and of itself,
a content area. In light of this, pre-service and in-service
training programs must begin to reflect, as one of their top
priorities, literacy in all content areas.
Since many studies conclude that the tests of general
reading skills usually fail to measure the more important
aspects related to sub-content area reading skills, future
research must begin to focus on success models. Success
models should include, in particular, those individuals who,
inspite of depressed socio-economic environments, perform
as well as their more affluent counterparts. The research
must begin to focus on: (1) the prevailing teaching styles
of "successful teachers;" (2) the variety and nature of
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learning styles among students; and (3) the acquisition of
reading skills (e.g., cognitive and affective domains).
Lastly, new tools for evaluation and accountability for
teacher training and student performance must be major
priorities during this decade.
i
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CLASSIFICATION TABLES
Guide for Using Tables
Tables 2, 4, 6, and 8, on Pages 14, 16, 18, and
20, respectively, present the “Classification
of Objectives and Categorization of Items”
common to all levels and forms of ctbs for
the following skills areas:
Table 2—reading
tests 1 and 2, forms q and r
Table 4
—
language
tests 3, 4, and 5, forms q and r
Table 6—arithmetic
tests 6, 7, and 8, forms q and r
Table 8—study skills
tests 9 and 10, forms q and r
At the left are listed the KEY TERMS for
the categories of the taxonomy preceded by
the letter representing the broad classification
and the number of the category, e.g., A-l,
B-4, C-8, D-10. The letter and number
classifications and the key terms are used
throughout the tables. The key terms are
also useful in interpreting ctbs accessories
such as the machine-produced Individual
Test Record (see Page 50) and the hand-
scored scoreze Answer Sheets for Levels 2,
3, and 4 (see Page 60).
Tables 3, 5, 7, and 9, facing Tables 2, 4, 6,
and 8, classify by process all items in the two'
forms of the four levels for the corresponding
.
skills area. To find the classification of an
item, locate first the table for the skills area,
then the appropriate column for the level and
form of the test in which that item appears.
The columns for form R have been screened
to facilitate use of the tables.
Tables 10-25 present the two-dimensional
“Process/ Content Classifications” for the
four levels and the two forms of ctbs.
Whereas the preceding tables are. set up by
skills areas, the process, content charts are
presented by level because all categories are
not found at all levels and different content
is used at the various levels. The four skills
areas of a level are found together on facing
pages in the following order:
Tables 10-13 Level 1 Pages 22-23
Tables 14-17 Level 2 Pages 24-25
Tables 18-21 Level 3 Pages 26-27
Tables 22-25 Level 4 Pages 28-29
The classification of any item in the two
forms of ctbs by content and process can be
determined by locating the number of the
item in the cell at the intersection of the
process and content axes. Numbers for the
items in Form Q appear at the top of the
cell and for Form R at the bottom in the
screened area. To find the process /’content
classification of an item, first turn to the
table of the appropriate level and skills area,
then locate the number in the cell. Follow
across to the process and up to the content.
For example, in Table 10 in row A-3:
Item 18 of Test 2 in Level 1, Form Q, involves
recognizing directly stated details, Literal
Meaning (process), in a story (content). In
the same table in row C-6: Item 23 in Level 1
of Form R involves identifying the Main
Idea (process) of a letter (content).
1Table 2
CLASSIFICATION OF OBJECTIVES AND CATEGORIZATION OF ITEMS
• READING -TESTS 1 AND 2, FORMS Q AND R
KEY TERMS CLASSIFICATION OF OBJECTIVES
CATEGORIZATION OF ITEMS
-
•
- . . — —
—
*A-1 Vocabulary
A
-RECOGNITION and/or APPLICATION OF TECHNIQUES: ability
to identify explicitly stated (literal) details in a selection
1-Recognize meaning of words in context
A-2 Sound Recognition
•
2-Recognize symbols, and sound and symbol correspondence
A-3 Literal Meaning 3-Recognize directly stated details
B-4 Simple Rewording
B-TRANSLATION: ability to convert verbal and symbolic terms
4-Comprehend the meaning of words and phrases expressed in
synonymous terms or parallel form
B-5 Paraphrasing 5-Comprehend the meaning of ideas by paraphrasing
C-6 Main Idea
C-INTERPRETATION: ability to identify and comprehend major ideas in
a passage and understand their interrelationships
6-Identify main purpose or idea of a sentence, paragraph, or passage
C-7 Relationships
L
7.
'
7-Perceive relationships (cause-effect, time, size, part-whole, structure
of prose or poetry, sequence)
'
•
*
.
‘
- J
'
C-8 Conclusions
C-9 Inferences
8
Draw conclusions from GIVEN facts and statements
9-
Use contextual clues to infer meaning from ideas IMPLIED by the
writer
.
D-10 Extended Meaning
D-ANALYSIS: ability to extend interpretation beyond the stated
information
10-Extend meaning of indefinite or incomplete statements and ideas,
and recognize omitted information
D-ll Author’s Intention 11 -Recognize and interpret
tone, mood, and author’s intent
|
5A-1 applies lo TEST I; A-2 IhrcRigh D-ll. toTEST 2
*A-1 Vocabulary
A-2 Sound
Recognition
A-3 Literal
Meaning
Table 3
PR 0 C ESS C LASS I F I CAT 1 0 N OF ITEMS BY ITEM NUMBERS
READING
-TESTS 1 AND 2, FORMS' Q AND R
KEY TERMS
LEVEL 1 LEVEL 2 LEVEL 3 LEVEL 4
Q R •
..
'
.
Q : :R” Q R Q R 1
v > ... >***.•* t b
1-10 1-40 1-40 1-10
• • •
-
* t.
1-4, 6, 1
-1, 6,
1
j
•
_
7 ‘ 7
,
S?
«
'
;
.
18, 27, 19. 27, > 12, 17, 1
, 12,
32, 33, 33, 41 J 33, 40. 15, 33,
42
•
• \
•4
44 40
1-40 1-40
| 1-40
- - t
.-;*3
-: j
1-40
- 1
- I
A
B-4 Simple 23, 24, 21
,
22
, 7. 9, 19, 23, i 6 8 ft 13 _ i
]
Rewording 31 34, 37
i ; - : a
i
15, 19,
27, 29
36, 42,
44
4
J
10, 19,
27, 29
15, 19.
20, 27 i
-
.1
.
35 4
• 1B-5 Paraphrasing —
•
.
-i 8 , 10 , 8 , 11 , 5, 12-14, 5, 9, J 7, 11,
1
8
,
12
,
'• • 16, 26, 18, 21 , 24, 36, 12
, 18, 12, 19, 21-23, 1
V-’' > '---i
' 30 24 j 42-44 24, 29, j 21-23, 31, 35, -1
-y-j~ -
»
.-. /
•’
‘
42, 43 i 30. 31, 37
. j
• 4 - V"' ' 33, 37
]
-
1
-
-T -\L : i i
- •• •
-
*
'V
• •> .1
:
'1
1
•V y.w .-V -
•
-
,'x
' ?; \
C-G Main Idea 16, 22
, 20, 23, 5, 11, 5, 9, ; . i 2 , 11 , 2 , 11 , 8 , 9, 9. 11, !
29, 30. r : 26, 30, *5 13, 22, 13, 22, :! 20 , 26, 21 , 26, 14, 15, 15, 19, |
35, 43, 35, 43,
*
31, 34, 31, 34, .A 34, 38. 34, 38, 28, 34, 28. 33, j
45 ' ‘45 37, 45 37, 45
- -
“1 45 45 40, 45 34, 45 \
.
• / *r
' 1
C-7 Relationships 5, 8-10, 5, 8-10 2, 4, 3, 6 , 7,
*
'V
9, 21, 10, 37, 1, 29, 2, 5,
* 13-15, 13-15, 32, 36, 16, 25, 35, 37, 39-41, 32, 36, 10, 32 i
...
39, 41, 44 24, 38, 39 41, 42 32 4 39-41 44 44 V:1
C-8 Conclusions 11
,
12
,
11
,
12
, 20, 25, 17, 27, 16-18, 1, 3, 6 , . 10, 13,
\
7,.
1 - - • 17, 19, 16, 18, 28,38, 29, 30, • 28, 33 16, 30, 24-27 24^27/ i
• 21, 25, 25, 28, 43 41 33, 36 36, 42 j
• 26, 36, 31, 32, .. / '• • it* ' .i
38' ' 36 v
• i i
C-9 Inferences — — 1.3, 4, 20, 1, 3, 22, 23,
j
2, 4, 5, 1.3,
13, 29, \by-yy- s 23, 24, 26, 28, 22, 23, 28, 31, 41, 42
* ; h
.J 39 35, 39 30, 32 32 38,41, j
*
f; '
*
<i
-
j
.
44
> ^
—
•
*v -
*'
- N A• • • - a "V- - :«*
.• •
•
;
!
-
-<
1
D-10 Extended 20 , 28, 17, 29, 6 . 14, 2, 10, 4.7, 4, 7, ] 3, 6 ,
i
4,14,' !
Meaning 34, 37, 40, 42, 18, 21 , 14, 38, 15. 25, 14, 17, 18, 35, 18, 20 , -
40 44 35 43 31
i
25
•;
«
i
30, 43 ’
D-ll Author's — —
i
“
i
- —
j
16, 17,
' 20 38
6, 16. 1
17. 39.
Intention
39
A-l applies to TEST 1; A-2 through D-ll. to TEST 2
40
Table 4
CLASSIFICATION OF OBJECTIVES AND CATEGORIZATION OF ITEMS
LANGUAGE
-TESTS 3, 4, AND 5, FORMS Q AND R
-
. -
: KEY TERMS CLASSIFICATION OF OBJECTIVESCATEGORIZATION OF ITEMS
A-RECOGNITION and/or APPLICATION OF TECHNIQUES: ability
to recognize and apply appropriate rule correctly
*A-1 Spelling > 1
-Recognize correctly and incorrectly spelled words
**A-2 Punctuation 2
-Recognize and apply rules of punctuation
**A-3 Capitalization 3-Recognize and apply rules of capitalization
***A-4 Correct Usage 4-Recognize and apply correct grammatical principle required
•
:
•
.
B-TRANSLATION: ability to reword or paraphrase phrases and sentences
and select the most appropriate paraphrased expression
***B-5 Economy /Clarity 5-Select the word, phrase, or sentence which provides the greatest
clarity and /or economy of expression
C-INTERPRETATION: ability to comprehend sentence meaning and
perceive appropriate and inappropriate relationships
. ***C-6 Syntactical
Relationships
6-Discern the relationships of different parts of sentences and perceive
inappropriate relationships
***C-7 Word Choice 7-Comprehend author’s implication (tone, mood, form) in an incomplete
sentence and select the appropriate word to complete it
-'Applies to TEST 5 • LANGUAGE Spelling
«sApplies to TEST 3 • LANGUAGE Mechanics
Applies to TEST 4 • LANGUAGE Expression
Table 5
PROCESS CLASSIFICATION OF ITEMS BY ITEM NUMBERS
LANGUAGE - TESTS 3, 4, AND 5, FORMS Q AND R
KEY TERMS
LEVEL 1 LEVEL 2 LEVEL 3 LEVEL 4
=
Q R
- Q R, Q R
‘•'
3
-A Q R i
- ' * i' . i
' ^ .
•
-
*
i
i \
*A-1 Spelling 1-30 *^L-30, v ; . 1-30 .1-30
j
1-30 1-30 •
. 1-30 1-30 i
'
•
. .
•
t W^V-. 4 • *
- *’
;
:
-
' k
**A-2 Punctuation 1-13 '1-13 ' - 5 1-13 1-13
- |
1-13 1-13 ] 1-13 1-13 4
4
**A-3 Capitalization 14-25 14-25 14-25 14-25 14-25 14-25 14-25 14-25
i
26-35 ;
--i
i***A-4 Correct Usage 26-33, 26-33, 26-35 26-35 26-35 26-35 26-35
39-46 39—46 ••
• j
-H
'
• ••
- 1
i
: ..
...
- .*5! _
••
1'
'
:
.
'
m M S- • : - • h
ilV :
1
• *
-V - 4 -
Economy/Clarity — 51-55 51-55 J 46-55 46-55 46-55 46-55 I
••• •
.
•
i
~v :a
‘
?
& 3 •• . f • -v' - 1 • .44
• U |
'
.
.... .; i *’..*
.1
***C-6 Syntactical 51-55 51-55
’
j
- fi
—
.
— { —
Relationships
:
'
J r l
”1
* ***C-7 Word Choice 34-38, 34-38, 1 36-50 36-50 l 36—45 36-45 j 36—45 36-45
ti
47-50
.
47-50
t
••
1 — ? • -i
•
1 i i •'i
•Applies to TEST 5 • LANGUAGE Spelling
••Applies to TEST 3 • LANGUAGE Mechanics
•••Applies to TEST 4 • LANGUAGE Expression
.
- ’1*. *
I- >.
.
-
.
. .
*
-
•
‘
-
.
* -
Table 5
PROCESS CLASSIFICATION OF ITEMS BY ITEM NUMBERS
LANGUAGE - TESTS 3, 4, AND 5, FORMS Q AND R
Economy/Clarity
KEY TERMS
LEVEL 1 LEVEL 2 LEVEL 3 LEVEL 4
Q '• 3 Q R- Q R
'1 Q R
S
i
i' * \
:\ I
!
l
1
i
*A-1 Spelling 1-30 ^1-30
.
-
1-30
.
1-30 1-30 1-30 1-30 1-30
. : vi nx-'a---
-j J*'4
**A-2 Punctuation 1-13 1-13 * -
;
i
.
1-13 1-13 1-13 1-13
i
1-13 1-13
.4
**A-3 Capitalization 14-25 14-25
,
14-25 14-25 14-25 14-25 14-25 14-25
•
*
i
<•. •» ;o ‘ f • *.4 ••.•••
-i
- ;
•1
***A-4 Correct Usage 26-33, 26-33, 26-35 26-35 26-35 26-35 26-35 26-35
39-46 39-46
* •« •.
* .*•* ‘
-,-f*
.-1
v- . • • •*
4 i
•
•
•
•
' i
.• i
—
— 51-55
y •
-4
.
•-
•
• v
. u
'
'
- v
-
V • '
-V ‘; -r
51-55 46-55
- it
-
3
46-55 46-55 46-55
***C-6 Syntactical
Relationships
***C-7 Word Choice
51-55
34-38,
47-50
S
•
-
;
- 4
.- j
51-55
- |
34—38,
4^0
.
••
36-50 36-50
'
;
' r.^ \
" ;y5
36-45 36-45 j 36-45
'
• -
•i
36-45 1
m
•Applies to TEST 5 • LANGUAGE Spelling
••Applies to TEST 3 • LANGUAGE Mechanics
•••Applies to TEST 4 • LANGUAGE Expression
Table 6
CLASSIFICATION OF OBJECTIVES AND CATEGORIZATION OF ITEMS
ARITHMETIC - TESTS 6, 7, AND 8, FORMS Q AND R
KEY TERMS CLASSIFICATION OF OBJECTIVESCATEGORIZATION OF ITEMS
*A-1 Application of
Technique •
A-RECOGNITION and/or APPLICATION OF CONCEPTS and
TECHNIQUES: ability to recognize appropriate method, operation,
structure, formula, or principle and /or apply it correctly
1 -Recognize and apply technique in addition, subtraction,
multiplication, and division
**A-2 Recognition of
Concept
2-Recognize and apply concept
B-TRANSLATION: ability to convert concepts expressed in one language
to another language
**B-3 Converting Form
>
3-Convert concepts expressed in one numerical, verbal, or graphic
form to another numerical, verbal, or graphic form
.-V
_
• C-INTERPRETATION: ability to comprehend numerical concepts and
perceive their interrelationships
/' **C-4 Equations 4-Perceive relationships in equations or mathematical sentences
•ri - ' - -
**C-5 Comparisons 5-Perceive relationships of comparison
**C-6 Other Relationships
* *' r • • '
_
-
6-Perceive other types of relationships (ratio, time, part-whole,
sequence, geometric)
***C-6 Other Relationships '
-
.
'
;
•-
•
***C-7 Selecting Method 7-Comprehend problem and select method of solving
*•* C-8 Solving Problem 8-Comprehend problem and solve
D-ANALYSIS: ability to extend interpretation beyond given data and
organize components of total problem
**D-9 Organization
9-Organize all facts, permitting grasp of overall problem recognition
of relevant and/or omitted information, and logical inference
•**D-9 Organization
to TEST 6 • ARITHMETIC Computation
••Applws to TEST 7 • ARITHMETIC Concepts
'••Apptim. to TESTS • ARITHMETIC Application
NOTE C-6 Other Relitionjh.pl : Items 'VvifTsTS«lt HndYTEST 7 at levels 1 and 2 and in I F-Sl 8 at • »L»k
D-9 Or/tanuJiion : Hems in this cnteeory ore included
in both
TEST 7 and TEST 8. except ot I-evel i.


